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PREFACE

The challenges with which education must cope are more
complex now than at any other time in our nation's history.

This complexity results from both qualitative and quanitative

characteristics of society. It was the purpose of this seminar

to serve as the catalytic agent to inform the vocational-technical
education leadership of existing research methods believed to be

useful in controlling curricula variables. The seminar was devel-

oped as an interdisciplinary approach to research in such a way

as to draw upo: the expertness of outstanding individuals with

various competencies.

Educators have been offered the greatest challenge and

opportunity the people of the United States may grant. This group

has the responsibility to provide services for all people of all

ages throughout the country who want, need, and may profit from

aeneral and vocational-technical education which match their

interests and abilities. The waste of human resources within our
present-day industrial economy can no longer be tolerated. To

overcome this, (1) educational programs must be made more flexi-

ble, (2) curriculums must be per7onalized, (3) continuous and

constant counseling must be made available, and (4) personal

help must be offered for problems which are only indirectly re-

lated to school work. Intensification of the development of

vocational-technical education must be forthcoming if youth

and adults are to gain the education, skills, and experience

necessary to become full participants in our society. The semi-

nar program was an attempt to partially inform vocational-techni-

cal leaders of the above outlined voids.

This Vocational-Technical Education Research Seminar

was one of six conducted in cooperation with the American

Vocational Association, United States Office of Education,

Division of Adult and Vocational Research and Cornell University.

Individual authors are responsible for content; typographical

errors, which may remain, can be attributed to the editor.

As Seminar Director, I would like to acknowledge the

assistance and cooperation of many persons: Charles Hill,

Cornell University, Project Director for the six seminars, who

wrote the proposal and coordinated the activities; members of the

over-all planning committee, University of Georgia, especially

George L. O'Kelley, Jr. and Aleene Cross for program planning;

Fannie Lee Boyd for banquet and meal planning; the consultants;

all of which presented outstanding papers, and the panel which

reviewed participant's tentative research proposals under some

iii



most difficult situations. Special thanks is given my secretary,
Mrs. Ann Phillips, who worked many extra hours in reproducing
papers, proposals, and this publication.

This publication does -,ot reflect the untiring efforts,
abilities, patience and understanding, enthusiasm, and interest
shown by the participants of this seminar. I am firmly convinced
that 40 of the Bost capable and professional oc:.aonal-technical
educators attended this seminar.

Herschel T. Lester, jr.
Director
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THE INTERPRETATION OF ECONOMIC DATA

Norman U. Wood
Professor and Head of the Department of Economics

University of Georgia

I. INTRODUCTION

In economics, as in other social sciences, there are two
basic reasons why research is needed. Our economic system is so
complex that a great deal of work needs to be done to improve our
understanding of how it functions and what its present capabilities
are. Current research is directed toward questions of public policy
as well as the improvement of our understanding of economic society
generally. The other major reason for economic research is that
the system itself changes. It does not remain static. As economic
development occurs, technological advances are made, new forms of
business enterprises and improved business methods are introduced,
new government programs and agencies are developed, and new possi-
bilities and problems emerge. All of these developments produce,
over a period of time, gradual changes in the nature and functioning
of our economic system. Much effort is required to keep abreast of
these evolutionary changes and to understand their implications.

Some major types of economic research include the following:

A. Historical Research

An understanding of why our present economic system
is what it is requires that we know the forces-and events
which molded its development. To the extent that broad
trends in the past may be expected to continue in the
future, economic history may also giJe us some notion of
the shape of things to come.

B. Research on the Nature of our Economic Institutions

By the term "institution" we mean, broadly, the cast
of actors on the economic stage: consumers, businesses,
governments, markets, and other components of the system.
Studies of this type may involve the investigation of the
kinds of workers who are unemployed, the organization of
the steel workers' union, the types of activities in the
federal highway program, changes in international financial
markets, or a truly infinite list of other topics.



C. Research on the Current Performance of our Economy

Here the emphasis is on the results obtained, the rea-
sons for them, and their evaluation. What is happpning to
the level and distribution of consumer incomes, unemploy-
ment, the rate of introduction of automated machinery, the
amount of technological research in drugs and other chemi-

I.oa~ 0wvao4410 4.11(2h of c41-mcm 4n -Vila inclustry, the

known supplies of petroleum and other fuels, and the inter-
national flows of gold and credit? Why are these changes

occurring? What do they mean? Is our economic development
as rapid as might be expected under present conditions, or

are we missing significant opportunities for improvement?

D. Economic Forecasting

Forecasting the economic weather is difficult and the
accuracy of predictions is not always high. However, many
public and private decisions made today necessarily involve

some prognostication. The tax cut of 1964 was based on the
conviction that wituout it the level of unemployment in
the country would be too high. Readings of the future
both with and without the tax cut were necessary to decide

that this change was desirable. On the basis of their
economic predictions, private industry spends billions of
dollars for new buildings and equipment on the hope that
this new capacity will not become obsolete or useless be-
fore their investments have been repaid.

E. Research on Public Policy Questions

Many studies oriented toward specific public policy
combine all of the above types of research. To understand

a problem, we must know how it developed. The relevant
analytical tools and their strengths and weaknesses must

be known. The particular characteristics of the economic

units involved in the problem must have been established.

Both the current performance and our present capabilities

in the area are important ingredients in the study of the

problem. In evaluating alternative policies, we must have

forecasts of the results which will flow from these actions.

The efficiency of these studies in providing guides to
policy decisions can be no- :greater than the weakest link

of this chain.

The types of research which we have been discussing differ

in their purposes. But whether the purpose of the research is to

brace some development of the past, to investigate some aspect of
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the present, or to forecast some part of the future, there are
general similarities in the methods used. These common elements
reflect the increasingly widesl:read use of one variety of the
scientific method. To be sure it is not possible in economics to
make use of the methods of experimental or laboratory sciences.
We are not able to remove a family, a business, or a governmental

rAmml m 1mletr.:7 riNcetilivret 441=Q=
1.saip.a.ar a.a.,wa irowo ....
would behave under controlled conditions. Yet in a very real
sense the entire economic world is a vast laboratory. All around
us economic activity and changes in that activity are taking place.
By means of thorough observation and recording of economic events
and careful analysis of the information gained, our knowledge of
the economic system may be improved. From what has happened, we
can gradually establish the characteristics of the economic system
and of the forces at work in it.

II. POPULAR MEASURES OF ECONOMIC PERFORMANCE

The balance of this paper will be devoted to an examination
of some of the most oft-used economic measures.

A. The Consumers' Price Index

The Consumers' Price Index measures the average change in
prices of goods and services purchased by urban wage earners and
salaried clerical-worker families. It is prepared in the following
way. The Bureau starts from a list of goods and services normally
purchased by moderate income families. This list is based on a
study of actual purchases by single persons and families of middle-
income wage earners and clerical workers during 1960-61. The study
shows what goods were bought by these families an; what proportior
of the family income was spent on each kind of goods. About 300
items were selected for inclusion in the cost-of-living index which
themselves represent'the greater part of family spending. This
typical "market-basket" is used to measure the average price change
for all items typically consumed by wage-earner and clerical worker'
families.

Prices of items are collected by representatives of the
B.L.S. at intervals ranging from a month to four months in 50 cities
of all sizes. Each price is then reduced to a percentage of the
average price for that item during the years 1957-59, which is
referred to as the "base period". The indexes for the 300 items
are then averaged together to obtain a single index for retail
prices. It is a weighted index which reflects the relative impor-
tance of the different commodities in the consumption of those

3



families surveyed in 1960-61. In addition to a retail prive index
for the U. S. as a whole, the Bureau prepares separate indexes for
about'20 of the largest cities.

There are three main reasons why even this carefully pre-
pared index does not provide a perfectly satisfactory measure of
changes in living costs. First, it measures only the cost of living
in a certain way - the way in which certain families lived during
1960-61. The second limitation of the index is that it measures the
Change in living costs for people at one income level. It is true
that the income group uL 1 in making up the retail price index is
an important one, including about two-thirds of all people living _

in urban places. But what of the remaining one-third? A third
limitation of the retail price index is that\it clod* not include
changes in the quality of items on the budget list. If an article
improves in quality without any increase in its price, this improve-
ment benefits the consumer just as surely as a price reduction.

B. The Measurement of Unemployment

Information on employment and unemployment is collected by
a monthly survey conducted by traired interviewers from the Bureau
of the Census. The survey covers a sample of about 35,000 house-
holds in 333 areas which are considered to b' a representative
cross-section of all of the nation's labor market areas. The popu-
lation which the sample is designed to represent is the "civilian
non-institutional population" made up of persons 14 years of age
or older. This excludes all members of the armed forces and inmates
of penal, medical, and similar institutions.

Those persons in the sample who were "at work" or "with a
job but not at work" during the survey week are counted as employed.
For employed workers, information is collected about their occupa-
tion, the industry in which they work, and hours of work, Data are
also collected on multiple job holders and on those holding full4time
or part-time jobs. Persons who worked at le;:st 35 hours during the
survey week are considered to be employed on a full-time basis; those
who worked between one and 34 hours are classified as having part-
time jobs.

Unemployed workers include those who did not work at all
during the survey week but who were looking for work. Also counted
as unemployed are those who were waiting either to be called back
to a job from which they had been laid off or were scheduled to
report to a new job within the following thirty days (and who were
not in school during the survey week). Finally, workers who were
temporarily ill and those who believed no jobs were available in
their line of work in the community are included in the unemployed.
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From this monthly sample national estimates are made by
applying appropriate "blow-up" factors. The sample is a revolving
one, that is, the same households are not included month after
month, although a complete change is not attempted every month.
The sample is selected in such a way as to give every household in
the nation an equal opportunity to be included in the survey.

When the data have been collected by census enumerators
they are turned over to the Bureau of Labor Statistics for tabula-:
tion, analysis, and publication. The B.L.S. publishes a measure of
sampling variability known as the "standard error" which can be used
to determine the upper and lowerlimits within which the "true" level
of unemployment will fall on a probability basis. Without going
into technical details, it may be noted that these limits are quite
narrow. If, for example, in a specific month the B.L.S. reports
an unemployment estimate of 4 million, the chances are two out of
three that the true figure lies somewhere between 3.9 million and
4.1 million. And the chances are 19 out of 20 that the true figure
will fall between 1.R million and 4.2 million.



A LOOK AT SOCIAL CLASS

Raymond Payne
Professor of Sociology
University of Georgia

I. INTRODUCTION

This is intended to be a general treatment of social
class and social stratification as now being approached by
sociology, social psychology, and cultural anthropology. The
emphasis is upon the American system, although a few materials
from other societies have been included for comparative purposes,

It is not intended that this paper shall present all the
data, theory, conclusions, and implications of social st-fatifica-
tion, which is, after all, a major field within modern social
science. Instead of attempting any such monstrous task, I will
proceed by indicating the major areas and chief considerations
within the subject, together with some mention of the major re-
searches or theoretical formulations relevant to each. And,
although I will certainly not attempt to apply all this to your
specific programs and aims, I will nonetheless try to point out
some of the ways in which social class and stratification re-
search findings may impinge upon your aims and programs.

This paper is written for oral presentation in a group
to be followed by questions and discussion, then by individual
follow-up reading and thought. I shall first present a sort of
over-view or "big picture", treating rather generally the whole
idea of social class and social stratification, using a modified
historical approach, defining terms and concepts, and setting
up a language with which to difcuss this and related matters
later on. Next, I will define and describe, in general, the
different types of systems of stratification, then I will docu-
ment and try to account for the rise of class societies. We
will be ready, then, to examine our own (United States) class
system and its functioning in greater detail.

Following this I have prepared a section called "Dis-
cussion and Implications", in which is presented a series of
considerations and specifications. Some of the points contained
therin are direct repetitions of statements which already will
have been made; some points are introduced there for the first.
The section itself is intended to explain, qualify, and extend
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earlier materials, as well as to lead into discussion and group'
reaction.

Next is presented for your own use a bibliography contain-
ing a sampling of the sorts of things available for further study,
with most items briefly annotated.

Lastly, there are appended seven selected items which
support and extend the materials in the paper, and these can be

pursued at your leisure.

II.

All societies even observed have had systems of social
stratification, some simple and some quite complex. That is to

say, each has had some institutionalized system by which indivi-
duals within society are grouped together conceptually so that
they, in combination, comprise a more or less unitary category,

and this category is then evaluated differently from other cate-

gories within that society. Every society comes to see itself
as being composed of two or more categories, and then these
categories are treated as if they existed in a value hierarchy.
Thus, the progress is not one of simple social differentiation,
in which different people (or groups of people) do different
things (different sorts of work, for instance) or follow different

forth .],y Practices, or otherwise exhibit different categoric charac-
teristics; in social stratification the value element has been
added, and the different groupings which had are differentiated
by possession or procedure or appearance then become differential-
ly evaluated -- moved onto a vertical axis, as it were -- and the

relative evaluations LQ:come institutionalized within the society.
Different societies stratify on different factors, but each one
stratifies on factors significant to the total system of pre-

vailing social values.

The use of the term "institutionalized" in several places
above is intended to convey the idea that a thing is widely ac-
cepted within society and that it has become relatively rigid and

fixed within the social system and therefore likely to he repeated

over tome -- passed from generation to generation through tradi-

tior or custom. Also, the concept of institutionalization most
frequently implies that a given pattern of belief and behavior

is accepted largely without examination or question, and hence

comes into the individual's cognitive system (becomes part of his

own belief and sentimant system) without having been consciously

or critically examined prior to acceptance. Therefore, most peo-
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as they do about a host of important things in their culture,
pie everywhere are largely unaware of the reasons for believing

including the way they believe and feel about their own and others'
social categories.

This is certainly true about social class and stratifica-
tion in America. Actually, most Americans are ambivalent about
our social class system. On the one hand, we believe that we do
not have a social class system, that to have classes in America
would be immoral Jul un-American -- that the founding fathers
decreed that we should not have social classes, so we have none.
On the other hand, Americans posses not only a fairly strong and
evaborate social class terminology, but they also have strong
feelings and considerable knowledge about the structure and opera-
tion of that system. What's more, Americans have built up, after
the fatt, complicated procedures for using the social class sy-
stem for their own interests, and I shall comment further on this
point later.

Both points in this contradictory situation are really
quite understandable, when examined carefully. On the first
point -- that we are unwilling freely to admit that America has
social classes: we understand very well that our forefathers came
to America (or left Europe) largely because of the perceived
unfairness and rigidity of tha stratification systems in their
homelands. Europe in the fifteen, sixteen, and seventeen hundreds
was bogged down in structures inherited from feudal days, with
social definitions too rigid and narrow to accommodate new ideas,
new inventions, new systems of philosophy, and new knowledges -

growing out of the scientific age. For many, the only answer was
to leave the system and attempt to establish new systems else-
where, and when they came here they tried to make certain that
the curse of class would not be present. They declared, therefore,
that all people are created equal, meaning that man under God
inherently is not divisible into social classes and that no indi-
vidual shall be held by social (man-made) difinitions below his
capacities to achieve within the system. So, they launched for
us a long and firm set of NEW institutions concerning social
class, and we are the inheritors of those traditions. Therefore,
to admit that we have social classes is going against the assertins
of our forefatherk. it is in violation of our founding principles,
and so forth, and when we find ourselves developing and using
social cla:Ases, our consciences hurt and we want to deny that they
exist.

But we still know classes do exist. We speak of upper,
lower, and middle classes; we evaluate people and practices as
being lower class, iriztddie class, etc. We try to prevent our



children from marrying beneath themselves; and we try to use the
social class system as a broad motivating framework in our educa-
tional system; we also try to use it in implementing soil conserva-
tion or extension programs and technical training programs, and
we shall have a great deal more to say about that later on.

Sn; it in within this contradietnry and confused situation
that I approach the subject now. I wish simply to examine what
has happened to our forefathers' goal of classlessness, and to
consider some of the implications of those developments.

III. STRATIFICATION SYSTEMS

There really are only three basic types of social strati-
fication systems: caste, class, and estate. In India, an agrarian
society where economic and social change had been extremely slow,
a very rigid type of stratification called a caste system existed
for more than three thousand years. The structure of the caste
system was based on four major castes or strata: (1) the brahmans,
or priests; (2) the Kshatriya, or soldiers; (3) the Vaisya, or
farmers, herdsmen, and merdhants; and (4) the Sudra, or menials.
The "untouchables', still another group, was at the bottom of the
whole hierarchy, and the members were "outcasts" in that they
really did not belong to any caste. Personal contact between
castes was limited by restrictions on touching, associating with,
dining with, or eating food cooked by outsiders. If so much as
the shadow of a low-caste person fell on a high-caste person, the
latter theray became polluted and had to bathe ritualisticually
to purify himself. Special types of dress, mach as a colored tur-
ban, often identified particular castes s* that a person could be
readily and visually identified with his caste in the eyes of the
community. Loyalty to a single caste and to the entire caste
system was sanctioned by the Hindu religion. Each caste was
accorded a different degree of holiness, and caste purity was
protected by taboos against intercaste mobility and intercaste
marriage. Born into a particular caste group, a person remained
there throughout his life. His chief hope of rising to a higher
caste depended on carrying out the caste obligations so effectively
that he would be born into a higher caste when he was reincarnated,
or when he was "reborn into another life". Caste inequalities
were therefore justified and accepted generally. As a matter of
fact, down through the centuries, not caste inequalities but obli-
gations to fulfi, 1 caste obiectives were the most important
considerations. The best caste men were those who showed loyalty
to their caste by upholding its purity and honor. Among the Sudra,
for example, the most diligent and efficient workers who avoided
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contaminating other castes were considered good caste men. The

same was true fo: priests, soldiers, and all other caste members.

By fulfilling one's caste obligations, a person might gain greater

esteem from his fellow caste members, but his position in the

caste system wculd remain the same.

The estate system (which existed in its most nearly per-

fect form in medieval Europe, although it appears now in some

sections of the world, in modified form) contained features of

both caste and class stratification. Based primarily on birth,

the estate system assigned distinctive rights, obligations, and

duties to each of three maior groups, or estates: the nobility,

the clergy, and the so-called "third estate", which included

workers, max.chants, and peasants. According to a common saying

of the times, it was the duty of the nobles to fight, the priests

to pray, and of the rest of the populace to work. Marriage and

social contacts between the estates were extremely rare, although

some social climbing within each estate and later between them

was possible. The estate system represented a kind of intermediate

stage between the caste system and the more mobile class system

that we know today.

The European estate system emerged after the downfall of

the Roman Empire, when local lords became powerful enough to

acquire ownership rights to land. To protect these rights, the

lords maintained their own military forces, which were soon used

to assure workers and peasants of protection in return for their

work, and to bind them to their lords. As a power of the lords

increased, their position became more aristocratic and hereditary.

When the church became a landowner, members of the clergy served

as feudal landlords, also thus the Church and its clergy became

a part of the estate system. The structure of the system was then

compite, with recognition extending downward from the nobility

and tile clergy to the members of the "third estate"

Unlike the caste system, which keeps a person from chang-

ing his inherited social status, the estate system is much more

flexible and permits some social mobility. The upper nobility

in feudal Europe usually inherited his position, but a few less

fortunate in their choice; of parents were able to spring from a

lowly social parch to a loftier one. This nobility became more

common with the rise of wealthy merchants whose daughters (with

their dowries) often were coveted by the less wealthy noblemen.

And the estate of the clergy and the cloistered and scholarly

life lay open to gifted young men. Thus, talent, ambition, drive,

and the life were not completely subdued by rules of the estate

system.
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IV. RISE OF THE CLASS SOCIETIES

Ultimately the rise of towns and cities and the growth

of trade and commerce sounded the death knell of the estate system

in Europe. Business men in the cities, the "bourgeoisie" as they

came to be called, grew wealthy and powerful; this weakened the

power and control of feudal lords, who became more and more de-

pendent on the bourgeoisie for money and support. Frequently,

kings would line up with the new business class Against the old

nobility. As a result of these developments, the old priviledged

order gradually crumbled, the new social groupings begaheto cry-

stallize. The final collapse of the system came in dramatic

fashion with the French Revolution in 1789.

Out of the ruins emerged the modern, fluid class system

of Europe and America. In America social nobility was nourished

by the existence of cheap land, a scarcity of labor, and the

growing ideals of human equality and dignity. The: emergence of

a capitalistic economy provided men with new avenues to power,

advantage, and prestige, and to the west the unsettled frontier

offered opportunity and certain advantages to resourceful, versa-

tile men, no matter what their birth or breeding.

V. THE NATURE OF AN OPEN-CLASS SYSTEM

A class system* or, as it is usually called, an open-class

system, is as distinctive as a caste system. In broad terms, it

is characterized by vertical social mobility, seeking after status,

competition, inter-marriage between people of different class

levels, and a philosophy which stresses individual success. It

is "open" because, theoretically, at least, everyone is free to

find his own level, with the successful competitor being rewarded

both with material possessions and increased prestige. No birth-

right confines anyone ao a lowly status or necessarily protects

a person born to wealth. There is no landed aristocracy and there

are few well-guarded legal privileges to benefit a select minority.

A social class in an open-class system is not rigid or binding.

It consists simply of those individuals who happen to be occupying

the same social status at the same time. Interestingly enough,

whereas the Hindu religion supports and justified the Indian caste

system, Christianity and Judaism tend to encourage nobility in

the American class system by emphasizing human equality and indi-

vidualism, some church practice to the contrary not withstanding.
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An oppn-class system usually emerges in a social and eco-
nomic environment that is undergoing rapid and drastic changes.
In America, the frontier, with its promise of free or cheap land,
provided the initial spark. Waves of European immigrants fleeing
from poverty and oppression in the Old World came sweeping into
this new land of freedom and opportunity. Some headed west; others
crowded into the new seaboard cities to become the backbone of
the labor force which was needed to man the new factories. They
were making new lives for themselves, and conditions here allowed
them to plan rationally against the more objectionable aspects
of European society, and to innovate in establishing a sort of
utopian society here. The result was, indeed, a new society, with
a new system of stratification never before seen on the face of
the earth. "Log Cabin te whitehouse became a national myth and
national dream. Horatio Alger became a national model. Standards
of living soared, and every family soon had access to all the
amenities of life.

Without upward and downward social mobility the various
social strata would harden permanently. Americans have always
believed in vertical mobility. We expect it, and even demand it.
In contrast to estate or caste systems there are few barriers to
movement between classes in an open-class system.:_ Underlying the
open-class society is a common faith in ability and achievement
as yardsticks of social status.

Achievement of status is the primary means whereby a per-
son changes his class position. Status tendsto be ascribed at
birth according to the standing of the parents, as in a caste
system. However, there is a big difference, because the indivi-
dual in a class system has the opportunity to move from that
ascribed position by what he does during his own lifetime. He
is free to achieve status, and most of the change between one's
ascribed position and his ultimate position is due to achievement;
however, he may make some movement within the system by accident,
fluke, or coincidence, rather than by effort of achievement.

Or.-Lnarily we connect the idea of achievement of status
11with ideals such as equality of opportunity and rewards based on

merit and competition. Most Americans realize that these ideals
do !hot alvt!ayb tguafe with reality, but we still remain loyal to
them and they often motivate us to strike out against discrimina-
tion, inequality, and injustice. All of the noise in our genera-
tion about racial matters is, of course, an attempt (belated, at-
best) to bring our practices more nearly into line with our long -
held and loudly proclaimed ideals and principles. Fair employment
practice programs aim to guarantee equal job opportunities to those
people T4ho might otherwise suffer discrimination. Wage and other



differential rewards presumably signify only differences inaabili-

ty. Given a fair chance, however, the rest is up to the individual

in an open-lass society.

One further essential to the maintenance of a class system

involves the unobstructed communication of information and a

broadly based general srstem of education. Communication is vital

if people are to be kept informed of opportunities for jobs,

schooling, housing, and other avenues to higher status. The mass

media of communication -- newspapers, radio, and television --

contribute to the process, but oersonal contacts are important, .

too. Learning experiences both in and outside of school are ob-

viously very important for the individual's prospects of mobility.

Through learning, we acquire new skills and broaden our horizon

of opportunity, thus giving the educated man an edge over the un-

educated.

VI. SOCIAL CLASS IN THE UNITED STATES

So far we have been considering social status and social

class in a very general way. To get a clearer idea, we now turn

to some of the more specific aspects of the class system in the

United States, and to the ways in which social scientists have

approached its study.

For some time now -- since the 1920's and '30's, at least

-- social scientists have rather consistently found America to

have a social class system containing three major levels, and the

whole resembling a pyramid when diagrammed.

Whatever the criteria or method of definition, the class

structure in present-day America is much more accurately pictured

as a relatively easy-to-climb ladder than as a vertical structure

of air-tight compartments into whieh people are born and must re-

main. Agricultural communities with large proportions of land

owners are generally middle class in nature, wheras the class

structure in communities in which land is held by a few persons

and most of the farmers are either sharecroppers or laborers

would more likely approximate the shape of a pyramid.

Although they al:ie. everywhere noticeable, social distinc-

tions in town and country communities are not usually so great,

nor is rank generally so extreme, as in cities, That is, social

and economic distance between persons of the lowest and highest

ranks; in whatever way it may be measured is decidedly greater in

cities than in rural areas. This means that in urban society the
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the ?'-:height" of the class structure is greater.

A long series of field studies have produced a fairly

consistent picture of the behavior patterns, ideologies, possessions,

and mother characteristics of the typical persons of middle and

lower rank. The middle class pattern is characterized by relative
economic security, emphasizes thrift, and has a goal -- the owner-

ship of property. Their concern for property is shown by their

great respect for the ownership rights of others. Strong emphasis

is placed upon personal achievement and self-improvement. The

American ideology of "work, virtue, reward" receives its strongest

support from this group. Formal education is stressed as a means

for getting ahead. The typical occupational groups are the larger

and more prosperous farmers (in some regions today this may be a

majority) and, in the towns, business and professional people,

white collar workers, and some of the skilled workers.

In the middle-class family, husband and wife share the

leadership, the former making the living and the latter directing

the home. The child is taught respect for the parents, strict

sex standards, and cleanliness. A good marriage is set up as the

ideal, and divorce is frowned upon. The middle class person con-

trols his aggressive impulses and is not rowdy. For commercial

recreation he goes to respectable places. He has some leisure
and frequently travels for a vacation. The major support of

community batterment programs and organized community life comes

from middle-class persons. They hold a highly dis-proportinate
share of official positions and organizational memberships. The

middle class pattern stresses support of lawpand order, and organ-

ized religion, especially established churches.

The lower class pattern offers some definite contrasts

to the one just described. Economic insecurity is the rule rather

than the exception among persons of lower rank. Getting the neces-

sities of life is a major concern. Little if any property is

accumulated. Young men get jobs at early ages, schooling is termi-

nated early. Occupationally, the typical member of the lower class

is a farm laborer, a tenant, or an owner with a low - production

operation; in the towns he is a manual worker, customarily un-

skilled, with a high rate of job mobility, or unemployed. In con-

trast to the middle class group, the mother is dominatt in families

of lower rank, even in the economic sphere, as she is more likely

to be employed at appropriate levels than is the father. Families

are larger, and include more attached and satellite persons, and
there is a relatively high rate of broken homes due to death, di-

vorce, and desertion.
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Lower class persons are frequently criticized by those

al ove them because they lack the desire to "imt,rove themselves"

They fee/ vaguely that some formal education is desirable but

that it is not worth too much effort. For this reason middle

class teachers are especially critical of lower class youngsters.

Young people of his rank are not so likely to control their

aggnessive impulses and their control over their sexual behavior

is less rigid. They, the lower classes, are much less likely

than middle class persons, to forego immediate gratification for

long-term goals.

As has been said, getting ahead is the chief characteris-

tic of the American class system, and there are no rigid class

lines to create permanent barriers to movement. Americanp are

less interested in identifying with their social rank than in

rising above it.

VII. STUDIES OF STRATIFICATION IN SMALL TOWN OR RURAL SETTINGS

Modern study of this subject dates, actually from the

1930's Warner's work, published in the early 1940's, provided

the basic understandings of the class structure in America. About

the same time Sewell, at Oklahoma State College was developing a

scale for classifying rural families. His 1937 survey of 800

0Jaahoma farm families was made to determine the distribution

of 123 traits related to the home and its furnishings and the

family's participation in the community. A scale of 36 items was

constructed which would distinguish adequately, and further work

in Kansas and Louisiana made it possible to reduce the number of

items to 14, but such scales much be constantly adapted as culture

changes.

Economic scales can be used to rank groups of people as

well as individual families. A scale that is widely used in this

way at the present time is the level-of-living index developed by

Margaret Hagood. This index, which applies to farm-operator fami-

lies, is made up of four items: (1) percentage of farms with

electricity; (2) percentage of farms with telephones; (3) percent-

age of farms with automobiles, and (4) average value of products

sold or traded in the year preceeding the census. Hagood's index

has been constructed for each county of the United States and for

several different census periods. It shows considerable differ-

ences from county to county and from one section of the county

to another. The highest level of living for farm operators is

found in the Middle West and the Far West, and the lowest in the

South. Another index of this type has been used to describe
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status differentials in four Southern states. It contains the

following items: dtstribution of patterns of income, landholding,

size of enterprise, control over labor, and possession of household

facilities. It was found that class inequalities were greatest in

Mississippi and smallest in North Carolina, with Georgia and South

Carolina holding intermediate positions. The extremeci inequality

in Mississippi is explained in terms of a small class of elite.

A second way to study stratification is to learn how mem-

bers of the community rank each other, and themselves. Such an

approach was used in the study of a rural community in New York.

Two major measures of status were employed. First, judges were

asked to rank members of the community. Eleven prestige classes

were determined, and the numerical frequency of class membership

fell into a diamond-shaped figure.

Second, the participation pattern of the members of the

eleven classes was studied. It was found that most informal

associations were limited to members of the same class group. Only

8 percent of the contacts had a range of more than one class.

Similarly, each formal organization -- club, lodge, church, and

others -- tended to draw its membership from one class or from

adjacent classes. Organizational, community, and political leader-

ship being held by 89 percent of the members of the top class and

only 3 percent of the bottom class.

West, in his study of a community in western Missouri

(Plainville, USA) located two major groups, or strata. About half

the people belonged to the "upper class" and the other half to

the "lower class". The lower class, however, was not a single

homogeneous group but was composed of three sub-classes referred

to in order of position as "good lower class people", "lower element",

and, at the bottom, "people who live like animals".

Holingshead, in his study of an Illinois city - centered

community, found five distinctive classes, using a combination of

these methods. Again, in his work in New England, he was located

five classes in each community, the most notable being New Haven,

Connecticutt.

A recent rather extensive and very careful testing of the

several procedures for determining relative class standing, done

at North Carolina about five years ago, found that Holingshead's

basic method was the most efficient and reliable of all. This

involves a combination of an occupational rating scale and an

educational accomplishment scale, each composed of seven categories,

run into a formula of seven times tha occupational score plus four

times the educational accomplishment score. The resulting scale
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reaches from a possible score of 11 to 77, and is probably the scale
currently being used for research and program planning purposes.

VIII. SOME FURTHER CONSIDERATIONS

A. Functions of Social Stratification

The stratification or layering of societal structure into
graded divisions of prestige and power performs several services
in a society. I have already mentioned the fact that the system
can serve as a generalized motivational framework within which
people are made to work hard, be thrifty, organize their life space,
etc., in order to maintain or gain status position. Since the
duties associated with various positions in societies are not all
equally agreeable to individuals and equally important to society,
and because some require more training or talent than others,
societies must inevitably have some rewards or inducements, or some
ways of distributing these rewards differentially according to the
different positions. The distribution of these rewards gives rise
to social stratification. The rewards, usually economic, prestige
and leisure, are built into the social positions so that, being
unequal, the result in inequality of the positions. Actually, this
is what stratification is: the organization of societies into hier-
archies of statues levels based upon the inequality of social posi-
tions.

Probably the outstanding function of the stratification
system is to provide order within society, since it acts as a de-
pendable framework within which to relate to others and interact
with them.

B. Social Classes as Reference Groups

Social psychologists have come to see social classes as
reference groups. That is, while a person might be or have been a
member of a certain social class, he might not c: ,:orm to the social

norms of that class. Instead, he may have come refer himself to
another class for his norms by which his behavior is controlled
and directed. Thus, a lower class person may through education
or contact with others or new ideas, come to reject his lower class
position and look to the middle classes for his standards of be-
havior. The next higher class might not grant him membership
(call him a climber, a pusher, a comer, etc.,) for greater or shorter
period of time -- or forever -- in which case he could be called a
"marginal man" -- between groups, and without a crystallized position.
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Modern educated American Indians and Negroes are good examples of

this. They have rejected their former positions, are in process

of moving upward -- are "upwardly mobile" -- but have not yet been

accorded full membership in higher classes. The reward for assum-

ing such positions is the thought that movement has been made,

and that more may be achieved in the future.

C. Social Classes as Sub-Cultures

Each social class and sub-class in America has been found

to have a distinctive culture of its own. That is, the members

of a given class have a set of cultural elements which distinguish

it from another group and which influence the personalities of the

members. Social classes in this country have more behavior patterns

in common than they have differences, in contrast to the countries_

of western Europe where historical differences are still very pro-

nounced. However, despite widespread similarities, certain recog-

nizable class differences are apparent here. Probably the best

summary description of the distinctive elements of the three major

American classes is to be found in Society. and Culture: An Intro-

duction to Sociology, 3rd ed., by Francis E. Merrill (Englewood

Cliffs, N. U.: Prentice-Hall, Inc., 1964), pp. 310-329.

D. Social Class and Social Attitudes

People of different classes learn to think and feel differ-

ently toward themselves and toward social institutions. Material

on this can be found in Horton and Hunt's Sociology, pp. 279-285.

E. Social Class and "Life-Chances"

Social position is closely related (to varying degrees) to

such things as a person's getting an education, getting a good job,

getting elected to public office (or, even getting to vote), to

live longer, to have good health, to have a happy marriaga: to

avoid jail or execution, to avoid crime itself, or to avoid sus-

picion of or arrest for crimes or to receive the attention of the

local county agent.- Life chances are not distributed according

to talent, ambition, ability, or aptitude, but much more nearly

by the opportunities granted by society to the category to which an

individual belongs.
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F. Social Caste in America

Early social organization in the American southeast comes
fairly closely to resemble an estate system. This pattern grew out
of the combination of large land grants to individuals, an aristo-
cratic attitude, and a cheap and plentiful labor supply. However,
the full development of an estate system was avoided dhiefly by a
shortage of time for its crystallization, and constantly growing
pressures of a democratic philosophy within and from without.

The pattern which did develop, however, even more closely
resembled a caste system -- the white dominant caste and the Negro
caste. Each came internally to have a system of class-like layers
which allowed for considerable vertical social mobility internally,
but not across the caste line. Only in our time are the last ves-
tiges of legal caste being removed, and they will not have disap-
peared until race comes to be of no more significance under the
law than hair color, numberof eyebrows, and height in inches.

G. Social Class and Leadership

In smaller communities, most of the formal leadership is

provided by the upper classes. In large metropolitan, formal leader-
ship is centered in the upper middle levels, not the highest.

Informal leadership is much more dispersed, and is more

likely to be identified with social groupings other than classes.

To say that leadership in rural and small community settings
is largely provided by the upper classes is not to say that all the

rest of the people necessarily obey them, pay attention to what
they say or do, or want to become more like them. Nor is it to say
that lower class people envy the positions of those in higher posi-

tions.

H. Social Class and Churches

It was stated earlier that the Hindu religion supported
the caste system of India, and that Christianity and. Judaism support
an open-class system. The latter statement is true in theory, but

falls short in practice. Certain denominations have become assotbiated
with lower, or middle, or upper classes, depending upon (a) the pro-
portions of the memberships belonging to particular classes, and
upon (b) the particular social ethics supported by the churches

themselves.
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The Congregational, Episcopal, and to a lesser extent,

the Presbyterian denominations have become associated with the

upper ranges of the class system, while certain other newer denomi-

nations (recently cults or assemblies) such as the Holiness Church,

Church of God, the Church of the Nazarene, are associated with the

lower ranges. Other denominations fall, at a given time and under

given social conditions generally between these enrtir.mm°s . Further

individual churches within a given denomination will in similar

fashion become known as either an upper, middle, or lower class

church, or as a high or low prestige (or status) church.

Churches or denominations may contribute to a hardening of

class lines by espousing or supporting certain values or procedures

which in turn, work against easy social mcvemcnt, such as slavery,

segregation, privilege of wealth, and so on.

I. Social Class and Dating and L'Iarae

Most marriages continue to be within rather than between

social classes, although we allow greater freedom on this matter

than most societies. In class marriages are probably more character-

istic of rural than urban communities, since the family and the

"dead hand of the past" exert more control in the rural than the

urban setting. The South and New England have htgher rates of in-

class marriages than other regions. Dates range wider than marri-

ages, :although parents .attempt to restrict dating within rather

narrow limits. Much dating across class is not for matrimonial

rmrnnmam

J. Social Class and Communism

Marx saw social classes as an inevitable development of the

operation of capitalism, and he saw them as inhevently objectionable

because there is always, he thought, exploitation of the working

classes by the owner classes. The solution he proposed was to abol-

iSh classes and so structure society that stratification could not

take place.

However, those who have tried to put the system into opera-

tion have not succeeded. Certainly Russian society 4.s at this time

as highly stratified as the United States and, actuelly, the econo-

mic differential (to take .o: one criteria) between the lowest

and highest groups in modern Russia is relatively much greater

than in England or the United States. As to whether exploitation

of one class by another exists, or to what extent, has not been

documented fully.
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As far as our own situation is concerned, we make a differ-

ent decision, after was discovered that the original plan to
have no classes was found to be impossible to implement. Instead

of continuing to pry to prevent the development of social classes,

we turned to the development of means to prevent exploitation.
These means were, of course, governmental, so that now the western

democracies have something unique in the world's history: stratified

societi es a minimum of inter-class conflict and exploitation.

This has contributed to the size of government, but we justify its

size and point at the necessity for largeness if government is to

be able to provide sufficient service (including referee services)

to prevent exploitation, conflict, and the permanent hardening of

social class lines.

By holding the class system open, by providing the means

and opportunities, we have kept at a minimum "class identification".

One of the disturbing prospects right at this moment -- and a reason

for concern -- is that for the first time in our history we are

close to having a large category of Americans who think rising is

impossible for them. These are our new poverty class. If, indeed,

they come to believe their condition is permanent, then .they will

identify with each other and become a permanent block -- under-

employed, under-motivated, resentful, dependent, and potentially

explosive, and wholly unlike anything America ever had or expected

to get.

K. The Future of American Social Classes

All evidence would indicate that we will continue to have
stratification of our people, and that the "American Dream" of

getting ahead and rising within the system will continue to moti-

vate most of our people. It is also indicated that our governments

must continue and even expand its referee and service functions to

enhance upward mobility. The system seems to be "hardening" to an

extent and in some ways, making it difficult for individuals to

move from class to class qwckly, but it also seer.. to be "softening"

in other ways, As society expands, new channels for movement are

set up; as democracy is further refined by continuing experience

old laws supporting rigidity give way to new, more appropriatL. in-

terpretations. The net result is a prospect for a continuing open-

class system, with wealth and power widely distributed, with public

policy in support of high mobility and in opposition to inter-class

conflict and exploitation. Agricultural people will become even

less distinguishable as a category (that is, they will move even

further away from being a "peasant class", as had begun to appear

possible in, say 1910-1933).
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We will experience a rising level of living for our lower

classes, while our tax system will probably prevent the develop-

ment of extreme individual or family wealth, as took place in the
"Robber Baronx" period before the turn of the century.
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pntaTIONSHIPS

TO ME
OF COMMUNITY ENVIRONMENT

VOCATIONAL EDUCATION CURRIrnintit4

Selz C. Mayo
Hear, of Rural Sociology

north Carolina State University

The invitation to participate in this conference on

curriculum development in vocational education came as quite a

surprise to me. I claim no competence in the field of curriculum

development either in general education or in vocational education.

I accepted the invitation with mixed emotions. I claim only that

I have developed some interest in and competence in community

analysis and development. My acceptance was fraught with doubt,

anxiety, and trepidation. Or the other hand, I am aware of the

fact that the social sciences in general, and sociology in parti-

cular have not contributed to and have not been used in curriculum

development to any great extent. Concepts and methods from the

social sciences have not been highly honored in curriculum develop-

ment and in curriculum revision. The more I work in this field,

however, the more I am convinced that the social sciences, in-

cluding sociology, can help with curriculum development through

knowledge of the change process and through methods of problem

analysis, and through the tools for community understanding. It

was, therefore, on these premises that I was delighted to accept

the invitation to participate in this program.

It will, of course, not be possible to cover all the as-

pects of community environment which, in my opinion, are related

to the development of a vocational education curriculum. It is

necessary to be highly selective within the time and space limita-

tions which have been allotted to the subject= I shall, however,

attempt to present some ideas and materials which I hope will be

useful to you and to the general subject under consideration.

IMAGE OF VOCATIONAL EDUCATION IN THE COMMUNITY

It is quite obvious that the image that people have of

vocational education varies a great deal from one community to

another z:-..:ross our great country. In many of our communities,

going to college in a four year degree program is equated with

success. In many communities, anything less than the college

degree program is given little consideration and holds a very

poor image in the minds of many people. There is in many communi-

ties a basic conflict between the so-called general education and
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the so-called vocational education. In many communities questions

are being raised concerning "should every child at the high school

la z1 take some work in vocational education?" Obviously-, this is

not a new question and it will IA; ba resolved satisfactorily to

everyone in the near future.

In many communities, one must admit, vocational education

has a very poor and low image indeed. On the other hand, there is

a growing concern with the question of how can the world of work

become an integrated part of the upper levels of our secondary

school system? In reality, how do we get our young people to

understand the ways the people of America make a living? I recog-

nize that many schools are developing courses dealing with an

introduction to vocations; and, many other similar techniques are

being used.

It has been suggested that every upper level secondary

student needs to visualize his school day and his school year as

a work schedule in and of itself rather than simply the prepara-

tion for the world of work. Another way of thinking about this is

that of assuring that every effort is made to show the vocational

implications and applications of every subject -- whether it is

history, English, math, etc. Surely the world of work of tomorrow

will demand that every student be versed in the skills of communica-

tion such as read'Ing, listening, speaking, writing -- as well as

in the areas of mathematics.

Many schools are developing new approaches to the whole

concept of the work-study program. These developments reflect

not just economic pressures but rather genuine concerns for the

necessities of youth understanding the world of work. But, that

is not all, either, because such programs may very well enhance

the learning process in the more traditional subjects. Here, then,

we return to an analysis of understanding the image that the com-

munity has of the place of vocational education in its total

environment. There are those who will argue that vocational educa-

tion in the high school is only for the dull or the severely

economically handicapped. Certainly, the image of vocational

education that is held by the people in the power structure and

those who handle and manipulate financial affairs of the community

will have an impact on the development of vocational education at

the community level. If vocational education has a poor image,

surely, there will be poor financial support from the community

in developing programs in this area of education.

RIPM1.14.3011111,1.11.M..
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IMAGE OF ADULTS WITH BESPEC: TO ADDITIONAL EDUCATION

At this point the questioni.must be raised, namely, for

whpm is the vocational educationLcurriculum being developed?

There are those who will argue that vocational education is in

reality for the kids in the community only while they ae a part

of the regular school system. There are communities in which

the very idea of additional schooling for adults is held in very

low esteem. Many adults have had such an unfavorable experience

in the school environment within their own or an adopted community

that their least desire is to enter into such an environment again.

In other words, the community must be examined with respect to

the image that adults have concerning the necessity for and the

opportunities of additional training. We are assuming here that

if the adults in the community see vocational education beyond

the high school as an opportunity to upgrade skills, to increase

their level of living, and to become more productive members of

society, then a great deal of time and effort will be devoted to

the development of broad and deep curriculum. On the other hand,

if the adults have a poor image of additional education of if

they, thqmselves, see:little opportunity for advancement, then?

obviously, the participation in any kind of curriculum will be

relatively low.

In a :recent article included in the publication entitled

gontemorary Issues in American Education, Mrs. Joan Bowers stated

that "One of the unique needs present in retraining the older

worker is convincing the worker who needs retraining or rALlocation

of the seriousness of his plight. It is normal human nature for a

man who has, for a quarter of a century, had a useful skill which

he had been able to apply in industry and for which he had re-

ceived financial compensation to find it incomprehensible that he

and his skills are no longer needed". I am sure that each of us

could cite communities in which there is a low level of esteem

for education in general, even for youngsters beyond fourteen or

fifteen years of age. gust as surely there are those communities,

Which we could cite, in which the image of adults considering

attending additional classes or upgrading skills would be looked

upon as having immature ideas for adults. All I am suggesting

here is that we need to examine the images of adults with respect

to additional education before much can be done by way of curricu-

lum development. Part of our basic problem, therefore, in many

communities, is to somehow change the image which adults hold

which will in effect make education for the adult -- even the

young adult --- respectable.



TIME AND SPACE ORIENTATION OF A COMMUNITY

The time orientation of a community is a tremendous
importance to curriculum development in vocational education.
Irwin Sanders, in his book entitled The Community, states that
"All communities nave soma concern with the past, the mesents
and the future, but they differ in the importance accorded to
each. Where most of the people in the community stress the past,
they tend to be complacent and take pride in what their ancestors
have done more than in what they have done themselves. They tend
to resist change, and stress conformity almost as an end in itself."
Dr. Sanders, however, goes on to state that most American communi-

ties are future oriented. Even here, however, this is a matter
of degree, because there are many variations of the time orienta-
tion to the future. I would assume, however, if the community
is future oriented, that there will be a great deal more stress
placed upon increasing level of living, of enhancing and develop-
ing each individual, and therefore, new opportunities for education
will be accepted and will be stressed. In many communities, and
I suspect that this is particularly true of our changing rural
communities, the ,past orientation is still very strong. Each of

us could cite examples of people with whom we have talked in these
past oriented communities who say that "my father and my grand-
father had three years or four years or five years of formal educa-

tion and that was certainly sufficient for our younger people.
This is an important dimension of community analysis which must
be related to curriculum development in vocational education.

Each community may also be analyzed in terms of what is

called here a space dimension or orientation. This orientation
may be considered as a continuum ranging from a localistic to a
cosmopolitan space orientation. The basic idea here is that if
the space orientation is largely localistic, the curriculum in

vocational education will be relatively narrow in scope and will

be related to the local community in its entirety. If, on the
other-hand, the space orientation is largely cosmopolitan, the

curriculum will be fuller and it will be more adequately related

to the larger society. If the orientation is localistic, questions
will be raised about the preparation of people for jobs which do

not exist in the local community and local situation. If it is
cosmopolitan, such questions in reality will either not be raised,

or support will be gained for preparing young people or older
people, too, to move into the larger society in a fuller measure.
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THE BASIC ENVIRONMENTAL COMMUNITY CONFLICT

In developing a vocational education curriculum, basic

decisions must be made concerning whether the training will be

oriented to the local community, to the larger metropolitan area,

to the region, or to the national market. flowever, this is not

an either/or proposition in its totality. There are some aspects

of vocational education or some areas of vocational education

which can be oriented almost entirely Lo t1-..z local community.

For example, because of the relatively narrow range of migration

of adult farmers, vocational education in the productive aspects

of vocational agriculture can be oriented to the national market

rather than to some intermediate level. This is true because of

the heavy rates of mobility and migration in American society.

Americans are on the move all across the nation. High

rates of geographic mobility of the population are associated

with a dynamic economy and an affluent society. Every community,

regardless of either size or location, has been and is being

affected by population movement regardless of whether the flow

is in or out. Such a continuing population mix has tremendous

import for every region as well as for the nation as a whole.

Migration and mobility patterns for the local community

situations must be studied very carefully. Many studies have

shown that older workers are considerably less mobile and their

patterns of migration are somewhat different than those of younger

workers. Certainly, these patterns must be considered in curricu-

lum planning and development. It would be somewhat criminal from

an educational point of view to assume that each training facility

and service would be oriented to the local community situation.

On the other hand, many of the programs in vocational training

must include some training for migration. There are many communi-

ties, small and large, which must give training to their local

people but, on the other hand, it must be recognized that they

are being trained for regional and national markets because the

opportunities will not be sufficient in either quantity or quality

to hold these population groups in the community.

In a recent article, Donald J. Bogue discusses at con-

siderable length the important patterns of population redistribution

for the nation. He summarizes the major shifts in our population

in the following statements. "(a) Migration from rural (especial-

ly the rural farm) areas has been taking place rapidly. (b) There

has been heavy movement of population toward metropolitan areas.

(c) There has been extensive outward movement from low-income

areas to higher income areas of greater economic opportunity.
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(d) There has been extensive outward movement from low-income
population from the North and East to the South (especially

Florida and the Gulf Coast) and the SoUthwest. (e) There has

been heavy migration to the Pacific Coast of persons from all

strata and from all regions. (f) There has been a massive out-
movement of population from the densely settled core of metropoli-

tan areas to the suburban fringe. This movement has become so
extensive that the metropolitan areas are beginning to merge one
with another, to form extensive chains of megolopolitan propor-
tions, or 'conurbations', as the British call them. (g) There

has been a concentration of the Negro population into ghetto-like
deteriorated portions of our larger metropolises."

I AJelieve that it is a true statement that in the future

and increasingly vocational education curricula must be designed

to encompass at least the total national market. It would appear

that approximately one-fifth of America's total population moves

at least from one house to another during each year. A recent

study showed that more than 12,000,000 people lived in a differ-

ent county at the end of the year as compared with the beginning

of the year. All I am trying to say here is that we must gear

our training programs to a national market and this is especially

true for the younger workers. At the same time, we must be ever
mindful that there are aspects of training which can be, should

be, and must be geared to the local community situation. Un-

doubtedly, however, because of the rapid mobility of our popula-

tion, this aspect will become less important as time goes on.

During the decade of the 1950's, the so-called population
explosion bypassed large areas of the nation. Beale and Shoemaker

have stated that "The result of the decline in the farm population

and the redistribution of the rural nonfarm population is the

partial depopulation of vast areas. It is not widely appreciated

that in the 1950's. . .half or more of the total land area of the

nation experienced a population decline that was often severe:

In contrast to the atmosphere of boom and bustle that pervades

most urban areas, many rural people are daily confronted with
such visible effects of population loss as brush-grown fields,

abandoned barns, and deteriorating houses."

There is one other aspect of this picture that I am trying

to present which must be taken into consideration. Somebody must

do one national bookkeeping with respect to the end products of

our vocational education curricula. With the rapid increase in
facilities, services, and finances for vocational education, un-

less there is some national bookkeeping it is quite possible

that we will over produce many kinds of skills and we will under

produce many other kinds of skilled personnel. In other words,

Mp,./.11.111.11.
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if every training center begins to produce welders, we will have

welders running out of our proverbial ears. It is essential,

therefore, that we think in terms of a bookkeeping system which

will in reality permit training in proportions as will be needed

at the local level on the one hand, and at the national level on

the other. we must be ever mindful that our curriculum develop-

ment stays apace with the changes taking place in our society

in order that we not produce skills which are already outdated by

the time the worker is trained.

QUALITY OF THE COMMUNITY EDUCATIONAL FACILITY AND SERVICES

A vocational education curriculum must be based upon cer-

tain assumptions relating to the quality of the total education

establishment in a community. I am suggesting here that the quality

of the vocational education curriculum is in reality enhanced by,

or restricted by, the quality of what we generally call basic educa-

tion. I am referring particularly to the fact that the world of

work of tomorrow will demand that every student and worker be well

versed in the skills of communication, such as reading, listening,

writing, mathematics, etc. In other words, the vocational educa-

tion curriculum in terms of its quality cannot be divorced from

the quality of the total educational system in the community. It

makes no difference whether the vocational education is obtained

in the local:community -- the same community or in a different

community from that in which the individual received his general

education.

A recent study in North Carolina among low income families

showed some rather startling consequences for curriculum planning

in vocational education. I would like to quote one paragraph

from this study. . ."Certainly the primary purpose of these educa-

tional programs for low-income adults is to raise their level of

income; however, before many of the individuals can qualify for

technical training, they must first be brought to a higher level

of basic education. This would mean that for approximately 37

percent of the respondents in this study considerable time would

be required before they could begin training of a technical nature.

Another 30 percent would also need to devote some time to basic

education. The remaining 33 percent who have ccmpleted high

school or nearly so might begin training without further basic

education."

In a recent proposal for a vocational education program

for high school students, I was interested to learn that labora-

tory facilities were being provided within the framework of



vocational education for up-grading the communication skills of

these high school students. In other words, the vocational plant

was being designed for high school students in such a way that

additional reading, writing, and math skills could be developed

prior to the student entering the vocational education curriculum.

You may consider this a condemnation of the basic or general

education skills which are being obtained, but on the other hand,

it is undoubtedly a recognition of the reality of the situation.

All of this can be duplicated across the nation. In many of

our schools the basic skills are incZucated in such poor propor-

tions that it will be necessary to up-grade these skills prior

to developing any kind of basic curriculum in vocational educa-

tion. My point here, however, is that the vocational education

curriculum can never be divorced from the quality of the basic

skills in the local community school environment.

COMPOSITION OF THE POPULATION

The composition of the population of the community is one

of the most pervasive factors or group of factors related to

curriculum development in vocational education. Communities have

very different profiles with respect to many composition factors.

These profiles must be taken into account in vocational education

curriculum development and planning.

There are extremely wide variations in the age composition

from community to community. Some communities will exhibit an

age profile which shows that perhaps 25 percent of the total popu-

lation is above 65 years of age, whereas in another community,

the proportion may be only four or five percent of the total

population,. The age composition of a population, of course, is

related to the birth rate, mortality rate, and to the rate of

migration. But since these factors are constantly changing, it

is necessary to keep a constant vigil in terms of analysis of

the factor of age. It is important in terms ofthe magnitude

of the job to be done in vocational education, but it is also

important in terms of specific aspects of curriculum which will

be related to the space orientation of the population. It has

been pointed out already that the older age groups migrate sub-

stantially less than the younger age groups. Much of the voca-

tional education training for the upper age groups will undoubtedly

be for a fairly limited community area. On the other hand, the

younger age groups must be trained in terms of the larger communi-

ty and, perhaps, more especially in terms of the national market.
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The sex composition of the population also shows consider-

able variation from community to community. In general, the larger

urban communities are heavily weighted in terms of females as

compared with smaller communities, and it has been pointed out

that the migration patterns are somewhat different for males and

for females. Nevertheless, an increasing proportion of the fe-

males are entering the labor market but they enter it probably

either two or three times during their lifetime. This means, of

course, that there will be broken places in their work history

and this will mean a different pattern of training for the females

as compared with the males. This is an important fac.P'or which

must be taken into account. At the same time, there are certain

kinds of bias in our communities with respect to the kinds of

jobs which are open to females. These factors, too, must be taken

into account in planning for vocational education programs.

Obviously, as indicated above, the general educational

attainment level of the population must be given consideration,

and here, too, there are wide variations from one community to

another. This factor is of particular importance in the upper

age groups because, in general, the educational attainment level

declines as the population ages or in the older age groups. The

older age groups will be more difficult to train and the training

will be more expensive. This is the case because of the fact that

the older workers will have to be given more basic training in
communication skills than will the younger wolfkers. On the other

hand, they may be more difficult to place because of not only the

bias which exist against the older worker, but because of their

mobility and migration patterns.

Certainly, the changing demand in our society for workers

as related to our changing occupational and industrial complex

must be given considerable weight. In other words, our communities

are undergoing r47.2id changes with respect to the ways in which

people earn a living. A statement by Mrs. Joan Bowers points

these facts out very clearly. "Also because of automation and

the increasing expectation of physical and cultural services,

there is a shift from the manufacturing industries to the service

occupations such as health, safety, sanitation, education, and

community services. The magnitude of the shift to service occu-

pations is clearly reflected in the fact that a comparatively

short time ago the majority of the jobs were in production. To-

day the service areas constitute 60 percent of the jobs, and the

estimates are that this percentage will rise to 80 percent by 1980."
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SOCIAL STRATIFICATION SYSTEM

Each community has an approach to the acceptance of the

democratic processes and attitudes toward the worth of theindivi-

dual. This is, of course, associated with the social stratifica-

tion system within each community. We are talking specifically

about the class structure and the class structure as it is cut

through by the factor or race in American society. Race and

class, especially, permeate almost every aspect of education in

every community. This is, of course, no less true for vocational

education. There are those who will state very specifically the

basic conflict that vocational education is only for those who

cannot go beyond a given level of general education. This is

associated in turn with class structure. The basic conflict,

however, is such that these same people will say that certain

people are not worth training, or, that they cannot learn or

that the investment is too great.

But race and class are associated with migration patterns

and this is particularly true of migration pattern for the Southern.

region. In a recent article, Dr. C. Horace Hamilton has stated,

"The mass of Negro migrants from the South has moved into the

low-status, low -wage occupations of the North and West. In terms

of numbers, the greatest absolute increases by occupation have

occurred in ushc unskilled and semicskilled occupations as opera-

tives, services, and miscellaneous :.unskilled labor. However,

there are some large percentage increases in the employment of

Negroes in the middle and upper white collar occupation classes,

as well as a significant increase in the number of Negro skilled

craftsmen and kindred workers." In other words, the attitudes

toward the total democratic process must be taken into account

in program development in vocational education.

The worth of the individual must be taken into account

in curriculum development. Many communities, at least in terms

of the local power structure, have certain images in terms of

the kinds of occupations which are associated with certain kinds

of people. There are certain kinds of occupations in some com-

munities that are associated with the Negro or the Puerto Rican,

or some other characteristic. vaene are some occupations which

are associated with the particular class structure in the minds

of the power structure in these communities. There are items

of importance and they will have a tre,Nendovm impact on the kind

of curriciultm which can be de' eloped in vocational education at

the local community level. It would be of interest to know how

the factors are being taken into account i.r program development

from oae community to another. These images will change and
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these patterns are changing. Nevertheless, the represent certain

kinds of barriers to curriculum development for the total popula-

tion. In other words, we are suggesting that the attitudes toward

work and the attitudes toward particular occupations must be

associated with.the images that the leadership structure of the

community has toward the total stratification system, particularly

as it relates to social class and to race.

A FINAL NOTE

I should like to close this discussien with a recent

statement by Eli Ginsberg, Professor of Economics from Columbia

University: "During the past century our young people have spent

an increasing number of years in school preparatory to starting

work. The petterns of school have differed in various regions

of the country, and access to and use of available schooling hat6

differed among the various groups in the population. But beneath

these diversities have been certain general trends: Children

and young people have tended to spend more years in school; the

school year has been lengthened; the quality of the staff has

been improved; the curriculum has been broadened and deepened

to better meet the needs of an increasingly diversified school

population; more and more young people have been graduated from

high school and going on to college. . .

"Whenever a basic social institution such as the public

school has multiple functions to perform, it is inevitable that

the professional leadership as well as the concerned citizens

will disagree about the exact emphasis which the institution

should place on the accomplishment of one or another obiective.

No decade as been free of disagreements about the responsibility

of the school for preparing young people for gainful employment

not about the best ways to discharge this responsibility."

In 1786, it is reported that Thomas Jefferson, in writing

to a friend, made the following statement: "Preach, my dear sir,

a crusade against ignorance. Establish and improve the law for

educating the common people. Let our countrymen know that. . .

the tax which, will be paid for this purpose is not more than a

thousandeth part of what will be paid. . .if we leave the perple

in ignorance."

The job is not finished - the job will

There will be disagreements over direction and

di agreements over direction and there will be

techniques. Ueverthelesse the end product for
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productive individual, a happier life for each individual, and

a more affluent American society.

a,
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EDUCATIONAL PSYCHOLOGY AND THE CURRICULUM

OR

CUBE AND A BALL)

aoseph C. Bledsoe
Professor of Education
University of Georgia

The work of a scientist is in part practical: he designs

experiments and makes observations. Another part of his labor

is theoretical: he formulates conclusions from his experimental

findings, compares his results with those of other workers, con-

structs a theoretical system so as to represent and order the

facts of observation as accurately as possible, or notes their

conformation to existing theory. With the aid of the theory
he derives predictions, which he again validates by new observa-

tions.

Science progresses both by collecting new experiences

as well as by better ordering of those experiences or data al-

ready possessed. It is primarily by the former process -- that

of inductive, empirical research that new knowledge comes into

being.

Within recent years the concept of "model" has come into

fairly widespread useage. Sometimes the adjective "mathematical"

is applied; sometimes a geometric or physical model is suggested.

The ancient Greeks deveeoped Euclidean geometry to a high order

of specificity but were unable to break the barrier represented

by the three-dimensional world. It took another thoudand years
for the n-dimensions of the world of algebra to be discovered

by the Arabs. Thus, both algebraic and geometric models may, be

of value in the communication of ideas as well as developing

systems.

ni looking for a solid theoretical foundation upon which

to build a model, the scientist or statistician must make clear

just how far the concepti which he uses are justified and are

requisite. The justification of the?.logie&lspystemlihe'develpps
rests upon the demonstration of its usefulness ii describing the

reuulta ef everience. The events and objects of the world of

reality are always very complex. From among a vast number
characteristicspresent it is important to identify those which

are es4entiel fEem the standpoint of theory. Because the object

of tae world of reality cannot be compreheLded in a way that could
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lead to an exact theory, they are superseded by idealized con-
ceptions which can be comprehended with relative ease. The
object of creating theoretical models is to permit the mental

reconstruction of the world of empirical fact. This statement

does not mean that the theory necessitates putting the empirical
facts into an inflexible predetermined scheme. Thn opposite is

more nearly true. That is to say, the theory or model should
be consl:ructed so that the facts are truthfully represented.

Some sixty-odd years ago, a famous EngliA writer wrote
the following lines which are familiar to all, of us (from ".The

Elephant's Child", R. Kipling).

I keep six honest serving-men
(They taught me all I knew);

Their names are What and Why and When
And How and Where and Who.

We are most familiar with these as the six elements of a good

story. I have frequently thought of these six elements in their

relation to learning. Thus, the "'Who" refers to the learner,

from birth to senescence or throughout the life span. The "Why'

concerns philosophy, objectives, ends, purposes. "How" suggests

processes, procedures, theories, media, and practices of learning.

"Where" suggests that learning takes place in many locales art

settings, but has particular implications for the school plant,

facilities, and equipment. "When" suggests the principles of

readiness and the associated concepts of "the teachable moment"

and the "developmental task". "What" suggests the content or

kinds of learning experiences to be provided, or the curriculum.

Since, by mere accident, these elements add up to six, an obvious

idealized geometric model is suggested: the cube, made of six

sides. In the language of factor analysis, this geometric model

has the interesting property of orthogonality or independence.

That is to say, there is no overlapping between the six elements

and we have six apparently pure factors. Obviously this is not

a true representation of the world of reality. Unfortunately

some critics of education and lay people seem to be of the opinion

that especially the "How" and the "What" ln Teacher Education

are entirely orthogoaal or independent, since colleges of educa-

tion are supposed to teach exclusively the "How" while liberal

arts and or sciences teach -the "What". I do not presume to know

precisely what the model approaching the real world is, but I

am confident it is more like a sphere or ball than a cube, for

each of these six elemeints seems to merge somehow into then

and the establialmen'z of the six rubrics or classifications for

n4r convenience rather than descriptive of the propeties of the

(;ts .Apt. 8urelfv educational psye:lology can cuntrjbute in. many
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ways to enable learners (who) to learn tasks and activities

(what) in more efficient and effective processes (how) in many

settings (where) and at many times (when) for many objectives

(why).

Educational psychology is concerned with the application

of the principles, techniques, and other resources of psychology

to the solution of problems confronting the teacher as he attempts

to direct the growth of learners toward worthy objectives. More

specifically, educational psychology is concerned with an under-

standing of (a) the learner--his development, his needs, and

his individual peculiarities, (b) the learning situation, in-

cluding the influence of groups and group dynamics as they affect

learning; and (c) the process by which learning can be made more

effective and more efficient. To accomplish these purposes,

educational psychology must maintain contact with both general

psychology and educational practice.

The curriculum may be defined as "a sequence of potential

experiences set up in the school for the purpose of disciplining

children and youth in group ways of thinking and acting." (Smith,

Stanley, Shores, p. 4) The task of curriculum development (ac-

cording to Smith, Stanley, and Shores) has at least four signifi-

cant aspects: (1) the determination of educational directions;

(2) the choice of principles and procedures for selecting and

ordering the potential experiences comprising the instructional

program; (3) the selection of a pattern of curriculum organization;

and (4) the determination of principles and procedures by which

changers in the curriculum can be made, evaluated, and sustained.

(Smith, Stanley, Shores, p. 7).

These terms (curriculum development and educational

psychology) both represent complex clusters of ideas loosely

grouped tugether -- a :higher-order concept. Normally we think of

these ideas and the sub-concepts within them as only partially

definable and measurable by empirical means. Since it is impossi-

ble to attack the entire field of possible problems suggested by

these concepts, it has been the practice of most laboratory'and

field 7'asearchers to attack small problems and gradually bit-by-

bit and block - key -block add to the total picture within the large

field. Most persons would probably agree that we have achieved

greater success with the analytical aspects of breaking down

than we have with the corresponding synthesizing phases of adding

the pieces to get a clear picture of the jig -saw puzzle It is

il.fficult to ca:cry on large-scale research which permits many

variables to be analyzed at tine time. Until the recent develop-

ment of multi-t: ariate analysis, the "law of the single variable"

or "vary one thing at a time, holding others constant" required
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that much research be limited to small, readily controlled areas.

The role of antecedents and consequents in curriculum

and psychological research is also a matter of concern. Thus,

the same variable may be interpreted in on.3 context as an ante-

eedent or independent variable and in a second context as a con-

sequent or dependent variable. Thus, an event in time (A) may

predispose a second event, (D) which in turn leads to a third

event (C). The second event (B) may thus be considered as a

consequent (A) an antecedent of (C). To cite an example, three

years ago one of our doctoral students, a former high school

science teacher, became very interested in the phenomenon of

"change in interest in science during the high school years".

Change in interest can of course be either positive or negative,

thus he was interested in both gains and losses. He was not

interested in small changes which might be attributed to errors

of measurement, but rather in significant changes which he de-

fined operationally as one standard deviation above or below

the mean. Boys and girls were considered separately. He first

considered the changes as consequents or dependent variables and

attempted to determine factors which may have led to or precipi-

tated these '"effects`. Next he treated the changes as independent

variables or as antecedents to see what, if any, general charac-

teristics may have differentiated the persons with significant

gains from those who lost interest or who did not change in their

degree of relative interest. In the present paper, we could of

course consider educational psychology as both cause and effect

or ore precisely independent or dependent variables and curricu-

lum development in the same way r In reality both of these high-

order concepts may be coneived in both ways. It seems more

appropriate to the writer, however, to think of educational psy-

chology as a means to develop a more effective curriculum. Thus,

although in one sense, we change or develop the curriculum as a

means of reaching the objectives or goals of the schools, educa-

tional psychology would seem to be even earlier in the stream of

possible manipulation since insights derived by study of princi-

ples of psychology applied to education should permit more effec-

tive curriculum building.

In the present paper, I should like to attempt briefly

to consider the following points or questions;

1. The scope of psychological research in education.

2. Th-% conditions necessary for evaluating curriculum

research.
3. The need for new approaches in research.

4. Complexity of curriculum evaluations.

5. Inadequacy of dependence on objective data alone.
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6. Need for "good sense" in interpreting research.,

7. Opportunities in psychological research in education.

SCOPE OF RESEARCH IN EDUCATIONAL PSYCHOLOGY

What is the proper scope of educational psychology?.
Should it, for example, be as much restricted to pupil as it

is at present? Can research do anything to reduce the gap between

advancing knowledge and established practice? What methodological

and organizational innovations in research are needed? How can

due recognition be gained for the contributions of psychological

research in education? Bow can additional funds for research be

secured? These are obviously large questions. On the answers,

it is apparent, depend the directions which research in educational

psychology should take.

The educational industry -- covering 50 million students,

employing 2 million teachers and professors, and budgeted at well'

over $25 billion -- is the largest nonmilitary undertaking in the

nation. It includes a wide variety of persons -- pupils, instruc-

tors, librarians, counselors, speech correctionists, textbook

writers, audio-visual specialists, superintendents, principals,

deans, architects, presidents, trustees, school board members.

It includes a variety of functions: not only teaching, but remedial

training, curriculum development, administration, finance, and

public relations, It includes all kinds of learning: motor vkilis,

verbal knowledge, social skills, interests, attitudes, values vx.4.1

habits. There are important applications of psychology to-1,
these persons, to all these functions, to all these types of

learning. At present, however, vast fields remain unexplored

and untouched, not because they are unexplorable or untouetable,

but because educational psychologists have never had the re7ourceie

to mount a broad attack on all fronts. The pupil has been most

accessible to those seeking a graduate degree so it is pupils .

(or rats or pigeons) that have figured in much educational r2,,3eareh.

Study of the acct' isition of academic knowledge calls for fewe

_esources than st_dy of factors affecting financial support of

education so we have :Imerous studies of arithmetic, but few of

public opinion. After a while, necessity and custom tend to be.-

come rationalized as virtue, whereupon some adopt the view that
educational psychology should be restricted to its present limited

scope in order to remain respectably °scientific".
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CONDITIONS FOR EVALUATING CURRICULUM' RESEhRC

It is much easier to describe the conditions for research
studies designed to determine the relative effectiveness of cur-
riculum patterns than it is to create these conditions in an
actual investigation. Perhaps this fact accounts for so mucih

criticism of curriculum research. Even so, criteria against
which curriculum research can be judged can serve as guidelines
for improvement in the design of curriculum research. Recent
development of more adequate research designs and high-speed
electronic computer equipment can permit more adequate experi-

ments and evaluative studies to be made. A word of caution,
however, seems appropriate. In order to set up the conditions
required for experimental investigations, assumptions must be

made with respect to the values, beliefs, knowledges,-and skills
of the significant persons in the educational enterprise--pupils,
teachers, administrators, members of the community. In prac-
tice the determination and validation of these assumptions are
overwhelming, almost impossible tasks.

Briefly, four conditions are necessary to appraise cur-
riculum research. These are:

(1) The theory of the curriculum pattern to be tested
must be stated unequivocally.

(2) The conditions under which the curriculuAL,Ipattern

is tried out mast be described in detail.
(3) The anticipated results of the curriculum theory

must be stated as hypotheses derived from the theory.
(4) Data must be collected to determine whether or not

the hypotheses derived from the curriculum theory
were borne out by the observed facts; for as these
hypotheses are tested, confirmed or invalidated by
observation the theory is affirmed or denied.

NEW APPROACHES

Are any new directions desirable in the methodology and
,zyenization of research in educational psychology? Without a

..5toubto yes. In current terminology, a "systems" approach is

c& lei fore It is gratifying that this conference represents a
sigriZicant phase in this systems approach. What does this systems

approach mean?
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We often say that the learning of pupils is complex, being

tied to the Child's or student's interest, his past experience,

his home, neighborhked and other cultural influences. Tide same

complexity characterizes every aspect of education. A complex

situation can be investigated in various ways, all useful. One

approaah is the analytic or piecemeal one, in which one segment

or aspect of a problem is studied more or less in isolation or

under so-called "controlled conditions". At the other extreme is

the large-scale, 'eeageterm investigation which attempts to study

simultaneously as many factors and the4e: interactions as possible.

We do not have enough of either type of study, bet surely we have

bad more ef the small, cross- section, fragmented type than we

have bad of the other. A crucial need is for more studies utiliz-

ing the large-scale, long-term, comprehensive "systems" Approach.

approach calls for a research organization extending beyond

the single college professor and the resources available to him.

We are grateful to the individual professors and students who

have advanced our knowledge of the psychology of education as

as they have. But complex, large4scale problems can benefit

also from research on a larger scale, extending beyond the re --

sources, interests, and lifetime of one individual. Such research

and development centers or institutes should include the educe-

tiJonal psychologist.

One special type of instituter-one in educational:measure-

ment seems especially needed. The importance of measurement 'in

education can hardly be overstressed. Slow or costly methods

of measurement constitute a serious handicap in many areas.

COMPLEXITY OF CURRICULUM EVALUATION

In evaluating curriculum studies in the past we have often

tended to minimize the complexity of this kind of research. Per-

haps because the logical bases of experimentation historically
emphasized simplicity and idealized forms and because natural

science and animal learning experiments permitted a higher degree

of control, this tendency was a logical one and to be expected.

At first glance, it would seem to be a simple matter to teach a
segment of some subject or skill to two or more groups of children

exposing the groups to different systems or patterns of instruc-

tion. After the experimental period, we assess the learning

which has taken place by means of tests or other similar ways,

compare test scores, and rank the instructional systems or pat-
terns i!or effectiveness in terms of the relative standings of

the groups taught. Sometimes the final rankings are presented
without qualification--that is, Program A is the best way to
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teach the subject under any conceivable set of conditions. As

naive as this may seem, it is not rare.

Upon reflection, such a conclusion is obviously unlikely.
Normally in evaluation we are able to sample only a fraction of

the content taught. A different sample miglet produce a different

array of ranks. The assumption that the same sample of content
was taught by two or more procedures glight have been in

since the theory of a given program may omit material or intro-
duce non-essential material not common to other programs.

Effects of differences in objectives may not be fully

considered. Thus, Program A may be preferable for mastery of

factual data while Program B may be better for developing skills

in discovery and creative or critical thf%nking, In fact, evalua-

tions of some of the new curriculum patterns in high school

science teaching have revealed precisely this sort of differences.

Pacing of instruction is another source of possible con-

founding which has not always been considered. Thus programs

may agree in assigning high value to certain outcomes but the
realization of these goals may vary with different programs.
Tested too soon, children in a certain program may seem to be

inferior where as with testing delayed for a year or two, the

apparent inferiority of pupils in that program may dissipate.

A fifth factor complicating evaluative research is the

lack of control of teaching within a particular method or system.

A program of instruction represents often a paper organization..
Sometimes teachers may agree on paper to teach according to a

specific program, but in actual practice variations in teaching
practices within each of the competing programs can be such as

to reduce considerably the supposed differences between or among

them and make them more alike than was expected or intended.

Thus, contamination of the programs vitiate the findings such

as to render them far less valuable. In fact, findiggs may
indicate no differences in competing programs when if "pure"

systems could be established, real differences in these programs

might be discovered.

Finally, perhaps the most difficult factor in evaluative

research to control is quality of teaching. I submit that this

factor accounts for much of the conflicting evidence on the

value of certain approaches or methods of teaching. To give

an example of what I mean, during the year 1963-64, I had the
opportunity and privilege of directing a doctoral study to

evaluate two methods of teaching introductory microbiology.

The substantive hypothesis was that students enrolled in the
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classes where film slides employing photomicrography, color and
time-lapse photographic techniques would learn significantly
more concepts, exhibit greater laboratory skills, and have better
attitudes toward science than students enrolled in the conven-
tional class wherin no such procedures were used. The slides
were very carefully prepared by a person who was competent in
both microbiology and photographic techniques and were prepared
for the particular course, carefully woven into the units of

study of the course. A cross-over design was employed which
enabled instructors to teach under both procedures. (Quite
parenthetically to the main point here is that the experimental
procedures indicated a very significant superiority and the film
slides have now been incorporated as a regular procedure in this
institution. I am also reliably informed that the film slide
set has been duplicated and is now being used in a number of
institutions other than the University of Georgia). The main
point I wish to make, however, was that-the survey of related
literature on the use of audio-visual media in the teaching of
science presented a most bewildering and remarkable picture.
For practically every study suggesting superiority of audio-
visual media, a corresponding study indicating the inferiority
of such media could be found. About as many studies revealed
no apparent difference. No wonder educational research is often
criticized as academic pot-boiling: I contend that the crucial
issue in these studies was not so much the use of selected audio-
visual instructional techniques as the quality of teaching. How

many of us have seen a good potential aid or procedure employed
poorly by a lazy, incompetent teacher? The old cliche--"It's
not what, you do, but the way that you do it"--seems pertinent
here. An instructional program is one thing in the hands of

expert, interested teachers and quite another in the hands of
teachers not so''expert and interested. Yet in evaluating rival
systems of instruction, how can we assure comparable quality of
teaching or allow for the effect of differences in this factor?

How many instances of research have resulted in findings
and subsequent recommendations based not on the instructional
programs so much as on these six factors which have been mentioned?
Yet this analysis is surely incomplete. At any rate, these six
factors are enough to confirm the contention that this kind of
research is not simple. They suggest the belief that we cannot
hope to evaluate programs of instruction as wholes. Instead,

we must settle for evaluating them in part, on some selected,

delimited basis. We need also to describe as fully as possible
the conditions which impose restrictions on the extent to which
the findings can be generalized.
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indicate no differences in competing programs when if "pure"
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Finally, perhaps the most difficult factor in evaluative

research to control is quality of teaching. I submit that this

factor accounts for much of the conflicting evidence on the
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evaluate two methods of teaching introductory microbiology.

The substantive hypothesis was that students enrolled in the
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INADEQUACY OF nOBJECTIVE DATA ALONE

Xn evaluating learning under different systems of instruc-
tion, there seems to be the notion that there is little place
for subjective decisions, that the aim should be to collect an
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of these data will in itself produce a dependable ranking of
systems of instruction, One problem is the precise definition
of "objective'. De thterviews with pupils, teachers' estimates
of pupils ability or achievement, observations of behavior yield
objective measures? Certainly these procedure:* provide quantita-
tive data, but are they objective?

Besides the problem of difinitions of "objective" and
"subjective" there is a danger in seeming to set up a dichotomy
judgment vs. objective, one or the other. Any such dichotomy is,
of course, unreal. In these times when quantitative research is
highly regarded pure conjecture, that is, weighing cne opinion
against another, would have little respect. In the court of
professional opinion, a reasonable amount of empirical evidence
to support one's decisions is required. On the other hand, some
decisions occasionally have to be made on subjective 9rounds.
Rather than a dichotomy, pure judgment and pure use of objective
data may be considered as the theoretical extremes of a continuum.

, Most evaluators represent pcsitions close to the midpoint of
this continuum.

Still some evaluators do not seem to appreciate the
appropriate place of judgment in evaluative research. It may
be that they are not fully aware how much they must rely on
judgment. Sometimes no mention of such judeament is made and on
other occasions such instances are cited hurriedly and almost
apologetically.

Yet judgment may be extremely iTportant in organizing
and in conducting research. In fact where basic objective data
are not available and/or trustworthy, ;udgment must play a promi-
nent role in such areas as decision to make the study, the se-
lection of grade levels and su;ljecto, the length of the experi-
ment, the analysis of objectives and content of rival programs,
the kinds of data to be collected, the choice of available
tests and/or the constructing and validating of original measure-
ment, the selection of statistical methods for treatment of data,
and the final interpretation of the f4ndings.

It is unfortunate that lack of printing space often leads
an investigator to decide to report only what he did and what he
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found. Many readers wIll accept uncritically whatever is re-

ported without wondering why certain tests were chosen over
others and whether or not the rival programs were taught with

approximately equal quality. More careful selection of manu-
scripts for publication of longer analytic descriptions of
evalutative studies that can meet higher standards may be a more
satisfactory alternative to a greater number of studies stripped

of important details.

The important point is not that we should leave evalua-
tion to personal opinion and subjective judgment but that we
should not deceive ourselves into thinking that we can reduce

to zero the need for judgment. Instead we should recognize and
report such instances of decisions based on such judgment as

honestly and freely as we do in strictly quantitative research.

GOOD SENSE IN CURRICULUM RESEARCH

Within recent years new and better means of controlling
experimental factors and of treating quantitative data has re-

sulted in improvements in curriculum research. Yet it is doubt-

ful that the quality of such research will be enhanced as much
by technical improvements as by corresponding improvements in
methods of procuring valid and relevant data to start with and

by ways to find out the educational significance of the differ-

ences which may have statistical significance. Even the most

refined formula for determining the reliability of differences

does not preclude the possibility of drawing erroneous conclu-

sions or judgments indefinsible as far as educational practice

is concerned.

Some years ago an investigator performed an experiment

to determine the relative effectiveness of three methods of

teaching simple subtraction in arithmetic. His study involved
measures of error and rates of work one:. subtraction tests and

the use of large groups of subjects,tone set of the groups being

about two grades higher than the others. On the end test, the

means for the younger group in terms of errors were 21, 12, and
13, for the xy Y and Z methods respectively. He employed a
formula acceptable at the time to determine the reliability of
differences between means, and found that Method X was definitely
the least effective, with a slight but unreliable advantage of

Z over Y. On this basis he recommended the adoption of Method

Z. However, he neglected op.portunit2 for error, with the result

that he inflated the differences among the programs with re-

spect to effectiveness. On the average, X subjects who made a
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mean of 21 errors, were accurate in 203 or in 91% cf their chances.
The corresponding average percentages of accuracy for Y and 2;
subjects were both 94. Thus the least accurate group differed
from the two more accurate groups by three chances in 100, a
margin so small as probably to be disregarded in classroom
practice. In essence, the three methods were about as equally
satisfactory.

Had the investigator had the best and most refined
formula for determining the reliabilities of differences, what
might have happened? He might have found the measures of re-
liability to be greater or less than those he reported. Regard-
less of what test he used, whether average errors or percentage
of accuracy, the differences would still have been of dubious
1UCATIONAL significance. Rarely indeed are choices made in

structional practice on the basis of three percentage points.
Other questions may have been relevant, for example, might not
the X: procedure (the one which came out poorest) have been easier
to teach meaningfully. and might it not have yielded learning with
greater potential value?

What the investigator overlooked is that programs of
instruction are supposedly evaluated not to provide opportunities
to demonstrate mastery of sophisticated techniques, but to answer
significant (that is practically significant) questions which
will improve the conditions of school learning. Curriculum re-
search must be competently done, but it must be oriented to the
possible usefulness of the results in managing the processes of
teaching and learning. When this condition is met, negative
findings as well as positive findings may be valuable, as when
the exaggerated claims of some new curriculum pattern or organi-

zation of content may be found to be wanting.

In this connection it has sometimes been said that "the

trouble with educational research is that it answers questions
nobody asks". Certainly, good sense dictates that pressing
problems of educating our children and youth should receive high

priority in our attention.

OPPORTUNITIES IN EDUCATIONAL RESEARCH

In closing, I should like to quote from an article by

Dr. Herbert Conrad of the United States Office of Education en-

titled "Research in Education: Directions and Misdirections",
published in the 1962 Teachers Colkege Record.

49



"Education is now a vast enterprise, enormously

visible, indispensably useful, and basically ap-

proved by the great majority--yet by virtue of its

size, cost, and complexity, the object of persis-

tent attacks. The mu3tiple facets of education
present endless opportunities for psychological
research; and the availability of increased funds
suggests the feasibility of a more thorough, sy-

stematic type of research, organized around the

problems to be sclved rather than around the highly

limited resources of the individual research worker.

In education, psychology now finds both a
majestic opportunity and a deep moral obligation

to enlarge its contribution. The national interest

requires that psychological research in education

receive greater consideration and support than it

has yet been granted. The most immediate agents
of progress here would be the psychologists and

educators themselves, the universities, school

systems; state departments of education, profes-

sional organizations, private foundations, and

the federal government. The potential for a 'great

leap forward' lies before us, provided that in-

creased resources are organized in an orientation

free from the timidity of poverty and delivered

from the veneration of tradition."



CURRENT RESEARCH DEVELOPMENTS IN THE U.S. OFFICE OF EDUCATION

and

Duarte M. Nielsen
Director, educational Resources Development

U. S. Office of Education

Mravteih

The following feW selected charts, list of priorities
project reports were taken from Dr. Nielsen's presentation.

The following are some of the funded curriculum projects

which have been approved by U.S.O.E. under 4 (c) of the 1963

Vocational Act. If you are interested in any of these studies

please correspond with the principal investigator.

TITLE: How to Improve Teaching for Non-Farm Agricultural Occupa-

tions

PRINCIPAL INVESTIGATOR: Dr. Robert E. Taylor, Professor of
Agricultural Education

INSTITUTION: The Ohio State University

TOTAL FEDERAL FUNDS REQUESTED: $76,370

DURATION: Beginning, March 30; ;965. Ending, August 31, 1965

TITLE: Development and Evaluation of an Experimental Curriculum

for the New Quincy, Massachusetts,Vocational-Technical
School

PRINCIPAL /AVESTIGATORS: Dr. Maurice J. Daly, Assistant Superin-
dent for Vocational-Technical Education,
The Quincy Public Schools, and Dr. Robert

M. Gagne, Director of Research, The
American Institutes for Research

INSTITUTIONS: The Quincy, Massachusetts, Public Schools and The

American Institutes for Research

TOTAL FEDERAL FUNDS REQUESTED: 490,428

DURATION: Beginning, April 26, 1965. Ending, June 30, 1966
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TITLE: Development of a Curriculum and Materials for Teaching

Basic Vocational Talents

PRINCIPAL INVESTIGATOR: Dr. John T. Dailey, Research Professor

INSTITUTION: The George Washington University, Washington, D. C.

TOTAL FEDERAL FUNDS REQUESTED: $171,702

DURATION: Beginning, April 1, 1965. Ending, September 30, 1966

TITLE: Revised Instructional Programs for "Slow Learners" to

Improve Their Job Placement Opportunities

PRINCIPAL INVESTIGATOR: Mr. Elliott D. Becken, Assistant Superin-
.endent of Schools

INSTITUTION: School District 549C, Medford, Oregon

FEDERAL FUNDS REQUESTED: $29,916

DURATION: Beginning, April 30, 1965. Ending, March 31, 1966

TITLE: An Experimental Program to Compare Education Versus

Training for Young School Dropouts

PRINCIPAL INVESTIGATOR: Dr. Jacob J. Kaufman, Professor of Eco-

nomics and Director, Institute for
Research in Human Resources

INSTITUTION: The Pennsylvania State University, University Park, Pa.

FEDERAL FUNDS REQUESTED: $194,997

DURATION: Beginning, July 9, 1965. Ending, February 28, 1970

TITLE: Development and Evaluation of Instructional Programs iz

Ornamental Nursery, Floriculture, and Turf Occupations for

the Northeastern United States

PRINCIPAL INVESTIGATOR: Dr. Gene M. Love, Associate Professor,

Department of Agricultural Education
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INSTITUTION: The Pennsylvania State University, University Park,

Pennsylvania

TOTAL FEDERAL FUNDS REQUESTED: $105,971

DURATION: Beginning, May 21, 1965. Ending, June 30, 1966

TITLE: Experimental and Development Study of a Four Year Com-
prehensive Education Program

PRINCIPAL INVESTIGATOR: Mr. Lloyd G. Zen ham, High School Principal

INSTITUTION: Hudson Public Schools, Hudson, Ohio

FEDERAL FUNDS REQUESTED: $75,555

DURATION: Beginning, July 1, 1965. Ending, June 30, 1969

TITLE: Identification of Occupational Clusters and the Develop-
ment of Outlines for High School Training Courses

PRINCIPAL INVESTIGATOR: Dr. Donald Maley, Professcr and Head
Industrial Education Department

INSTITUTION: University of Maryland, College Park, Maryland

FEDERAL FUNDS REQUESTED: $48,572

DURATION: Beginning, September 1, 1965. Ending, August 31, 1966

TITLE: Establishment of a Course of Study in American Industry
as a Transitional Subject Between General and Vocational

Education

PRINCIPAL INVESTIGATORS: Dr. Wesley L. Face, Chairman, Metals
Department and Dr. Eugene R. F. Plug,
Supervisor, On-Campus Student Teaching

INSTITUTION:

FEDERAL FUNDS

Stout State

REQUESTED:

University, Menomonie, Wisconsin

$202,786
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DURATION: Beginning, June 1, 1965. Ending, Cune 30, 1970

TITLE: An Industrial Arts Curriculum Project for the Junior

High School

PRINCIPAL INVESTIGATOR: Dr. Edward R. Towers, Associate Pro-

fessor, College of Education

INSTITUTION: The Ohio State University, Columbus, Ohio

FEDERAL FUNDS REQUESTED: $126,420

DURATION: Beginning, June L: 1965. Ending. November 30, 1966

TITLE: Experimentation with Computer-Assisted Instruction in

Technical Education

PRINCIPAL INVESTIGATOR: Dr. Harold E. Mitzei, Professor of

Psychology and Education, and Dr.

George L. Brandon, Head, Department of

Vocational Education

INSTITUTION: The Pennsylvania State University, University

Park, Pennsylvania

FEDERAL FUNDS REQUESTED: $165,080

DURATION: Beginning June 1, 1965. Ending, May 31, 1969

.....

TITLE: Curriculum Development and Training Program for Food

Service Employees

PRINCIPAL INVESTIGATORS: Dr. Marjorie M. McKinley, Head, Institu-

tion. Management Department, and Dr.

Hester Chadderdon, Professor, Home Eco-

nomics Education Department

INSTITUTION: Iowa State University of Se ence and Technology, Ames

FEDERAL FUNDS REQUESTED: $37,600

DURATION: Beginning, September lt 1965. Ending, August 31, 1968



TITLE: Developmental Program in Animal Science

PRINCIPAL INVESTIGATOR: Dr. W. S. Stone, Professor of Animal

Science

TNAmTimmtoN2 State University of New York, Delhi, New York

FEDERAL FUNDS REQUESTED: $58:077

DURATION: Beginning, June 1, 1965. Ending, November 30, 1969

TITLE: Approaches in Assessing Needs for, Content of, and Factors

to Consider in Offering Home Economics Courses for Gain-

ful Employment

PRINCIPAL INVESTIGATOR: Dr. June Cozine, Head, Home Economics

Education

INSTITUTION: Oklahoma State University, Stillwater, Oklahoma

I_DERAL FUNDS REQUESTED: $61772

DURATION: Beginning June 1, 1965. Ending December 31, 1965

TITLE: Technical Training for Industrial Radiographers

PRINCIPAL INVESTIGATOR: Dr. H. D. Bearden, Director, Texas

Engineering Extension :service

INSTITUTZON: Texas A & M University, College Station, Texas

FEDERAL FUNDS REQUESTED: $671001

DURATION; Beginning, June 11 1965. Ending, August 31, 1966

TITLE: A Proposal to Prepare Teachers and to Develop Instruc-

tional Materials for Food Service Occupations

PRINCIPAL INVESTIGATORS: Dr. Helen Hollandsworth, Associate

Professor, Home Economics Education,

and Mr. Henry Barbour, Director of Ho-

tel, Restaurant and Institutional

Management
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INSTITUTION: Michigan State University, Eat Lansing, Michigan

FEDERAL FUNDS REQUESTED: $6,550

DURATION: Beginning, July 1, 1965. Ending, December 31,1965

TITLE: The Classification of Education Objectives in the Psycho-

motor Domain

PRINCIPAL INVESTIGATOR: Dr. Elizabeth Jane Simpson, Professor
and Chairman, Division of Woe Economics

Education

INSTITUTION: University of Illinois, Urbana, Illinois

FEDERAL FUNDS REQUESTED: $9,000

DURATION: Beginning, June 1, 1965. Ending: May 31, 1966

TITLE: A Pilot Project in Curriculum Development for Work Experi-

ence and "Occupations"

PRINCIPAL INVESTIGATOR: Marvin C. Groelle, Supervisor of Classes

for the Mentally Retarded

INSTITUTION: Oakland Unified School District, Oakland, California

FEDERAL FUNDS REQUESTED: $7,034

DURATION: Beginning, July 1, 1965. Ending, July 31, 1966

TITLE: The Development and Improvement of Directed Work-Experi-

ence Programs in Expanded Vocational Education Offerings

in Agriculture at the Secondary School Level

PRINCIPAL INVESTIGATOR: Dr. Warold R. Cushman, Professor, Agricul-

tural Education

INSTITUTION: Department of Rural Education, New York State College

of Agriculture, Cornell University, Ithaca, New York

FEDERAL FUNDS REQUESTE): $39,418
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DURATION: Beginning, October 1, 1965. Ending, January 31, 1968

...... fm. ans S

TITLE: The Development of a Master Teacher Training Curriculum

for Teachers of Occupational Level Training Programs

PRINCIPAL INVESTIGATOR: Dr. John L. O'Brian, Graduate School of

Education, Department of Vocational-

Technical Education

INSTITUTION: Rutgers, The State University, New Brunswick, N. J.

FEDERAL FUNDS REQUESTED: $46,001

DURATION: Beginning, October 1, 1965. Ending, May 31, 1966

TITLEt A Competency Pattern Approach to Curriculum Constructionr

in Distributive Teacher Education

PRINCIPAL INVESTIGATOR: Mrs. Lucy C. Crawford, Associate Pro-

feszor of Vocational Education

INSTITUTION; Virginia Polytechnic Institute, Blacksburg, Virginia

FEDERAL FUNDS REQUESTED: $48,026

DURATION: Beginning, September 1, 1965. Ending, November 30, 1967

TITLE: A Study of the Aviation Mechanics Occupation

PRINCIPAL INVESTIGATOR: Dr. David Allen

INSTITUTION; Division of Vocational Education, University of Cali-

fornia, Los Angeles, California

FEDERAL ruNDs REQUESTED: $195, 990

DURATION: Beginning, October 1, 1965, Ending, March 31, 1967

TITLE: Scientific Secretary Training Program Development
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PRINCIPAL INVESTIGATOR: John H. Swenson: Director, Bureau e

Class Instruction

INSTITUTION: University of Colorado, Boulder, Colorado

FEDERAL FUNDS REQUESTED: $79,920

DURATION: Beginning, September 20; 1965. Ending, September 18,_1967

TITLE: Curriculum Development Programs for Preschool Teacher Aides

PRINCIPAL INVESTIGATOR: Mrs. Naomi LeB. Naylor, Preschool Consultant

Delinquency Study Project

INSTITUTION: Southern Illinois University, Edwardsville: Illinois

FEDERAL FUNDS REQUESTED: $76,973

DURATION: Beginning, November 1, 3965. Ending, April 30, 1967

TITLE: The Development and Evaluation of Educational Systems

Packages for the Occupational Training of reptessed:Axpa

Students in Five Basic Subject Areas

PRINCIPAL INVESTIGATOR: Don D. Bushnell

INSTITUTION: Brooks, Foundation, Santa Barbara, California

FEDERAL FUNDS REQUESTED: $38,990

DURATION: Beginning, September 1, 1965. Ending, February 28, 1966

. IND 1 ..... Cat, .

TITLE: Identification of Knowledge in the Field of Child Develop-

ment Important for Mothers and Child Care Workers to Know

PRINCIPAL INVESTIGATOR: Mxs. Ruth E. Whitmarsh and Dr. Elizabeth

J. Simpson, Vocational and Technidal
Education, College of Education

INSTITUTION: University of Illinois, Urbana, IllinoSs

FEDERAL FUNDS REQUESTED: $8,970
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DURATION: Beginning, December 1, 1965. Ending, August 31, 1966

TITLE: A Curriculum Development Program for a Paramedical Educa-
tion Center

PRINCIPAL INVESTIGATOR: Bill J. Fullerton, Professor and Chairman
of Department of Secondary Education

NSTITUTION: Arizona State University, Tempe, Arizona

FEDERAL FUNDS REQUESTED: $8,471

DURATION: Beginning, November 15, 1965. Ending, May 14, 1966

........ a.

TITLE: Effects of Field and Job Orientated Technical Retraining
on Manpower Utilization of the Unemployed

PRINCIPAL INVESTIGATOR: Dr. David C. Bjorkquist

INSTITUTION: The Pennsylvania State University, University Park,
Pennsylvania

FEDERAL FUNDS REQUESTED: $138,818

DURATION: Beginning, February 1, 1964. Ending, June 3Q, 1968 L

.......

TITLE: A Study of Recormendations for Technical Education Curricula

PRINCIPAL INVESTIGATOR: Joseph P. Arnold, Assistant Professor of
Technical and Applied Arts

INSTITUTION: Purdue University, Lafayette, Indiana

FEDERAL FUNDS REQUESTED: $5,698

DURATION: Beginning, July 1, 1965. Ending, December 31, 1965

TITLE: An Investigation of Changes in Gregg Shorthand
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PRINCIPAL INVESTIGATOR: Mrs. Ruth H. Gaffga, New York University,

School of Education

INSTITUTION: New York University, New York, New York

FEDERAL FUNDS REQUESTED: $6,734

DURATION: Beginning, June 1, 1965. Ending, May 31, 1966

TITLE: Development and Evaluation of a One-Semester Stenography

Course: Phase One of a Two-Phase Program

PRINCIPAL INVESTIGATOR: Patsy McMurtrie, San Francisco State

College

INSTITUTION: San Francisco State College, San Francisco, Cali-

fornia

FEDERAL FUNDS REQUESTED: $9, 000

DURATION: Beginning, June 1, 1965. Ending, May 31, 1966

IMO .....
TITLE: To Develop a Program in Salesmanship for Testing the Use

of Program Text-Books in Adult Education

PRINCIPAL INVESTIGATOR: Raymond B. Russell

INSTITUTION: Kansas State Teachers College, Emporia, Kansas

FEDERAL FUNDS REQUESTED: $6,653

DURATION: Beginning, September 1, 1965. Ending, January 31, 1966

TITLE: The Scoial Restoration of Young Offenders

PRINCIPAL INVESTIGATORS: Dr. Wallace Mandell and Dr. Clyde E.

Sullivan

INSTITUTION: Staten Island Mental Health Society

FEDERAL FUNDS REQUESTED: $362,991



DURATION: Beginning, June 1, 1965. Ending, May 3l, 1966

OOP MM. (MO OK, IRO MO SIM alp ow era. eT.C. Qlw

TITLE: Preparation of the Disadvantaged for Vocational Training

PRINCIPAL INVESTIGATOR: C. R. Jeffery

INSTITUTION: Washington School of Psychiatry, Washington, D. C.

FEDER AL FUNDS REQUESTED: $157,488

DURATION; September 1, 1963. Ending, August 31, L96'7

111110 MS IMP F.

TITLE: The Identification of Common Occupational. SkiI1$

PRINCIPAL INVESTIGATOR: Douglas p. Sjogrep, Associate Professor
and Director of Researdh

INSTITUTION: Colorado State University

FEDERAL rUNDS REQUESTED: $65,560

DURATION: September, 1965'. Ending, February, 1967

TITLE: Development of Training Programs for Youth Preparing to
Enter Non-Farm Jobs

PRINCIPAL INVESTIGATOR: Dr. C. M. Curtis, Associate Professor of
Vocational Agricultural Education, Depart-
ment of Vocational Agricultural Education

INSTITUTION: College of Agriculture, Louisiana State University,
Baton Rouge, Louisiana

FEDERAL FUNDS REQUESTED: $52,915

DURATION: Beginning, June 1, 1965. Ending, May 31, 1967

TITLE: Dwelopment of Curriculum Guide in Electro -Mechanical
Tearplogy
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PRINCIPAL INVESTIGATOR: Dr. Maurice W. Roney, Director, School of
Industrial Education

INSTITUTION: Oklahoma State University, Stillwater, Oklahoma

FEDERAL FUNDS REQUESTED: $55,428

DURATION- Beginning, October 1, 1965. Ending, September 31, 1966

TITLE: The Establishing of a Comprehensive Health institute in

Pittsburgh, Pennsylvania

PRINCIPAL INVESTIGATOR: Dr. Louis J. Kishkunas, Assistant Superin-
tendent for Occupational, Vocational, and
Technical Education

INSTITUTION: Pittsburgh, Pennsylvania Board of Educa:ion

FEDERAL FUNDS REQUESTED: $98,875

DURATION: Beginning, April 1, 1965. Ending, June 30, 1966

TITLE: Development of a Curriculum Guide in Bio-Medical Equipment

Technology

PRINCIPAL INVESTIGATOR: Mr. Austin E. Fribance, Professor of

Mechanical Engineering, Rochester Insti-
tute of Technology

INSTITUTION: Technical Education Research Certer, Cambridge,

Massachusetts

FEDERAL FUNDS REQUESTED: $45,900

DURATION: Beginning, September 1, 1965. Ending, February 28, 1967
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TRAINING PRIORITIES

SZKINARS, INSTITUTES8.AND WORKSHOPS

DAVR - PY 66

1. State and Local Leadership Development

2. Administration and Operation of Programs for the Disadvantaged

3. Teacher Educators - Instructional Media

4. Home Economics Teachers - Programs for Wage-earning Occupations

5. Administrators and Counsqlors - Post-secondary Programs

6: Teaching Psychiatric Nursing

7. Fluid-power Teachers

8. Vocational Guidance and Counseling Personnel

9. Teachers of Numerical Control

10. Office Education Teachers and Teacher Educators

11. State and Local Technical Education Administrators

12. Teachers of Instrumentation

13. Teachers of Agriculture Technologies

14. Dental Assistant Instructors

15. Home Economics Teachers , Preparation for Employment in Group

Care and Guidance of Children



PRIORITY AREAS FOR 1966 AND 1967

1. Program Evaluation

2. Curriculum Experimentation and Development

3. Personal and Social Significance of Work

4. Personnel Recruitment and Development

5. Program Organization and Administration

6. Adult Education

7. Occupational and Other Manpower Information and Career Choice

Processes
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DISTRIBUTION OF APPROVED VOCATIONAL RESEARCH AND DEVELOPMENT

PROJECTS BY TYPES

(N=166)

Research 53 32

Experimental, Developmental, and Pilot 48 29

Training 40 24

Centers 2 1

Research Coordinating Units 24 14

DISTRIBUTION OF APPROVED VOCATIONAL RESEARCH AND DEVELOPMENT

PROJECTS BY INSTITUTIONS

(N-4:166)

Colleges and Universities

State Education Departments

Local Education Agencies

Private Organizations

66

120 72

26 16

8 5

12 7



DIVISION OF ADULT AND VOCATIONAL RESEARCH

11 Wi MI Ow 71111=1

Director - David S. Bushnell

Program Planning Specialist - Sylvia G. McCollum

Program Management Officer - Francis A. Hennigan

Program Assistant -

Consultants

Review Panels

Sarah T. Horsburgh-

eft les 40.
en.

el le e es.

ducational Resources
Development Branch

Employment Opportunities
Branch

Human Resources Branch

ctor - Duane M. Nielse irector - Bernard Yabrof Director - Alice Y. Scate

ney C. High
y Lee Hurt
n E. Bean
rence Braaten
o r. Legg
ginia F. Thomas
eda Denenmark

Marc Matland
Jack A. Wilson
Joseph A. Brackett
Robert Herman
William T. Blair

Richard B. Otte
Robert G. Hayden
Richard D. Bloom
Sidney Ann Sullivan
Eunice H. Jones

67



INNowOlarftim

Bureau of Research
(Richard L. Bright)

3A047 37581

Division of Elementary. of Adult and

III
Secondary Research
(Richard Suchman)

Vocational Research
MOVJAA

32022 x3769511130033 x22055

Curriculum and
Demonstration Branch

(Ned Bryan)
30026 x34885

Handicapped Children
and Youth Branch

James Moss
32010 x22875

Research Branch
Howard Hjelm

32009 x33247

I1 Human Resources 1.

Development Branc
Alia& Scatet

30021 x36503

Employment Oppor.
. Branch
Bernard Yabroff
30053 x37768

Educ. Resources
Development Branch

Duane Nielsen
30025 x36560

Division of Higher
Educatiob.-.Resea'rch

(Richard Suchman)

320 2 x37695

Division of Laboratories
& Research Development

(Wade Robinson)

I

32101 x280941

Curriculum
Branch

(Arno Jewett)
30009 x24994.

Comparative
Research Branc
Charles Hauch

,30010 x35885

.Research
Branch

(Thomas Clemens)
32045 x37931
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Arts & Humanities
Brandh

Kathryn Bloom
32065 x33975

Division of Research
Training & Dissaminati

(Lee Burchinal)

30093

Captioned
Films Branch
John Gough

30069 x3574

L

Research Developmen
Branch

(Wade Robinson)
32101 x28094

Laboratory Programs
Branch

(Wade Robinson)
32101 x28094

Media Dissem.
Brandh

(Hugh McKeegan)
30069 x3314

Educ.. Research
Info:.. Center

Harold Haswell
30073 x3494
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STATISTICAL MODELS IN CURRICULUM DEVELOPMENT STUDIES

Barry E. Anderson, Jr.
Associate Professor of Education

University of Georgia

INTRODUCTION

p, -

There are many problems in the construction, development,

assesment, and modification of technical and vocational educational

curriculums. I would like to discuss some of these activities,

particularly with regard to the development of programs, and

point out the role of the various statistical methods and models-

in these activities. From time to time I shall make references

also to some of my own work, much of which was conducted at a

technical school operated by a branch of our military services.

COURSE DEVELOPMENT

One of the initial activities in developing a technical

or vocational educational curriculum is the selection of material

for courses. Usually this is done by job sampling in the technical

area for which the training is being planned. Another useful

technique in relation to this activity is the Cfitical Incident

Technique developed and published by Dr. John Flanagan in the

Psychological Bulletin in 1954. His Critical incident Technique,

as applied to curriculum building, involves the solicitation of

opinions from experts regarding the various behavioral performance

tasks related to the job, and the definition of.these activities

in such a way that they can be incorporated directly into the

curriculum. Particular attention is given to the special abili-

ties and the uses of tools and materials that will be required

on the job. I might mention also that in designing material and

courses in the curriculum we should be on the lookout for the use

of teaching machine devices, such as the Skinnerian type or the

Crowder Scramble Book type. The Scramble Book is particularly

interesting and we tried it at the technical school in several

topics, such as Algebra and trouble shooting equipment. Basically,

it involves the presentation of material in terms of items. A

student reads an item, selects from a multiple choice list what

he thinks to be the correct answer, and goes to the page desig-

nated by that answer. On the designated page, if the answer. is

right he is told it is right and given another question of the

multiple choice type. If his answer was wrong, he is told why it
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who do not know the correct answer to the item. Often it is

helpful to build up libraries of items with known characteristics

an use these to make up tests in the various parts of the courses.

Chi square is useful for examining the distribution of responses

across distractors; point biserial correlations, for inter-item

correlations; tetrachoris correlations. for item-total score

correlations; and the Cronbach's coefficient alpha, or other

maximum likelihood estimators, for total test reliability.

COURSE EVALUATION

The problem of course evaluation is also a critical one

and one that is not examined critically enough in some technical

areas. In general, my own preference is for the construction of

a performance criteria. That is to say, people who are trained

in a technical or vocational field should be able to perform

certain critical tasks which might, in fact, be gleaned from the

Flanagan Critical Incident Technique itself. Criteria levels

for these performance tasks should be set and should be compared

with the grades and performance criteria. It is also helpful

to obtain ratings by immediate superiors for students who have

graduated from the course and been in the field for, say, a

period of six months; these ratings can be compared with the pre-

viously obtained data.

GENERAL REMARKS AND SUMMARY

Aside from the activities that go into the various phases

in the development and evaluation of technical and vocational

curriculums, there are other kinds of considerations where statis-

tics might prove helpful. The general sequence of sub-courses

in the curriculum may be of paramount importance, and here there

are several kinds of statistical models that might serve to guide

us in the placement of courses. The Simplex model is one of the

statistical models, for instance, that might shed some light as

to the best sequence. BarJically, the model is a correlational

one. Cosider, for instance, five sub-courses in their natural

sequence -- one, two, three, four and five -- and consider the

correlations between examinations in the various sub-courses.

The logic of the model states that sub-course two will build on

sub-course one, sub-course three will build on sub-course two,

and so on; sub-course one, then, plays more of a part in sub-

course two than it does in three, but more in three than it does

in four. The correlation, then, between course examinations
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should be higher for one and two than it is for one and three,

and higher for one and three than it is for one and four. If

the sub-course examination correlations are placed in a matrix

in the natural order of the sub-courses, then the correlations

should decrease as they go away from the diagonal. The Simplex

model has a certain intuitive appeal, but whether or not it is

the best sequence has not been studied very v4g,"ftemaaltr.

Statistical model in methodology are helpful further in

various kinds of general and operational research in technical

and vocational curriculums. I refer, for example, to another

research :study carried out at the aforementioned technical

school. The main objectives of the school were to provide

technical and vocational training for missile technicans for

operation and maintenance activities in the various systems.

The main technician program lasted 52 weeks. The sthool person-

nel complained that they were ldsing as much as 25%; of their

trainee population during the first three months of training.

The problem was not only irritating, but costly. A general

examination of the curriculum indicated that studies in the first.

13 weeks of the course were quite academic in nature, and a

factor analytic study on a similar but much shorter course

tended to corroborate this conclusion. In 1961, I co-authored

a factor analytic study in the Journal of Experimental Education

showing that initial examination gkades were highly related to

academic abilities while subsequent grades were highly related

to technical abilities.. ThatFib the:first 'three:mohthsin=..".

volved a review of mathematics, physics, electronics, and me-

chanics, but the main part of the program, training for the

technical activity in the missile systems, came in the last 39

weeks. There is not much to indicate whether or not students

who flunked out could have lone Well later in the course. or,

for that matter, could have been good technic.ains. But never-

theless the possibility exists. Circumstancs of this nature

should be examined quite carefully by anyone planning vocational

and technical educational curriculum. I am not questioning the

need or the efficacy for such academic review prior to entering

technical courses, but whether or not students should be flunked

out because they fail in the academic aspects remains to be

seen. In any case, correlational models, such as the factor

analytic one, will prove quite helpful for the study of such

courses.
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THE NEW MATHEMATICS: A PATTERN FOR CURRICULUM REFORM

Joseph R. Hooten, jr
Professor of Mathematics Education

University of Georgia

I. INTRODUCTION

Judging solely on the basis of frequency of mention in

the various forms of popular mass media one would still be lead

to the conclusion that something is happening in the teaching

of mathematics in the elementary and secondary schools of this

nation. When "new math" becomes the topic of a series of Peanuts

cartoon strips: the basic plot motive for a TV program; or the

basis for, sometimes crude jokes; then one must admit that even

the layman is beginning to feel the impact of the past decade

of intensive revision in pre-college curricula.

That which the layman suddenly recognizes as happening

in public education usually has been known to professional educa-

tors for a much longer period. So is it true with the changes

in the mathematics curricula. Over ten years ago high school

mathematics teachers suddenly discovered "new wealth" in the form

of summer study fully subsidized by the National Science Founda-

tion (NSF). Occasionally a mathematics faculty member turned up

missing for a year only to be found in an academic year institute,

again financed by NSF.

Texts began to appear around 1960 with the word "modern"

appended to their title in some way. Paper bound "experimental

units" appeared in some elementary classrooms around the country.

Comfersations about elementary children studying geometry, or

high school students studying the calculus were overheard in the

faculty lounge.

New terms such as "sets", "open sentences", "patterns"

and the like began to creep into the vocabulary of previously

non-mathematically onianted teachers. Some, unacquainted with

these new and strange ideas, may have even used a few descriptive

words not properly repeated in a document such as this.

So, even the most disintelested teacher must have been

aware of the changes and the attendant consequences of the growth

of the so-called "new math". It now seems appropriate to turn
backwards and review how and why this veritable revolution in

school mathematics took place; to examine the present state of
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affairs; and to venture a peek into the future.

Perhaps in so doing the reader whose major interest lies
in some other field of study in public school education will find
an analogy that will serve some useful purpose. It is not at all
unrealistic to expect that the national concern for improvement
in the pLyvLamo %of mathematics and science will continue to
broaden to include other areas of importance to the welfare of
the citizenry. Surely, these new areas will include preparation
for those vocations requiring less than a college degree. The
national need for competent technicians and craftsmen grows more
desperate by the hour, or so it seems to this author who is also
a consumer.

However, before proceeding, there must be here injected

a parenthetical note. The terms "new math" or "modern math" are
so easily misunderstood that they must be defined. What is "new"
or "modern" is, of course, a matter of relationship. For example,

how old is an "antique"? If "new" is limited to this century,
then there is virtually no "new" mathematics being taught in the
public schools today. Almost all of the mathematics included in
contemporary programs was discovered or devised at least prior

to 1900.

What is new then is not the mathematics itself but the
fact that its study now occurs at a pre-college level. The "new
math" may therefore be described as a re-selection of topics,
concepts, and:notions in relationship to the time and place of

introduction. Furthermore, what is "new" is the method of pres-
entation and the description of objectives to be accomplished.

The objectives of new mathematics programs are perhaps
best summarized by Dr. Max Beberman who asked (of the UICSM pro-
ject) "can able mathematicians together with skillful teachers
develop materials of instructs n and train high school teachers
in their use so that the products of the program are enthusiastic

students who understand mathematics?" Obviously, the key words
which certainly must deviate from older, moretraditional programs,
are enthusiastic and understand.

II. THE CAUSES

In the very early 1950's, the typical mathematics program,
grades 1-12, was not unlike the program of the forties, the

thirties, or even earlier. By the time he finished, the best
high school graduate would have, at most, completed six years of
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arithmetic, two years of general itzath (whatever that was), two

years of algebra, one year of plane geometry and one-half year

each of solid geometry and of trigonometry.

Throughout these twelve years the student was taught

rules, sometimes to rhyme, but with little reason, for getting

answers nnflinsiasm for and understanding of the nature of

mathematics was purely accidental in most cases.

What then happened to change all this? Contrary to popu-

lar opinion it was not solely the epic event of the Fussina

launch of Sputnik I in 1957 nor the near panic of embarrassment

that followed. It must be admitted, however, that this did help

in certain ways as shall be pointed out later.

Professor G. Bailey Price attributes the change, to three

causes: (1) research in mathematical (2) the rise of automation,

and (3) the advent of the automatic digital computing maChines.6

In 1961, Price said of the technological revolution, ". .new

mathematics (must) be taught in our schools,. . .the emphasis

shifted in the teaching of many subjects already included in our

mathematical courses."

The reader is well aware of the impace on our society

of casues two and three cited above. However, it may be inter-

esting to note, in refeica, to cause one, that sine 1900

membership in the several professional organizations of mathe-

m=t;cians has multiplied by more than 30 times. There are today

nearly 5,000 people holding doctorates io, mathematics. In 1962

there were three times as many mathematics majors in college

as there were in 1956.2 And, although it cannot be accurately

documented, many claim that more mathematics has been developed

in the past fifty years than in all the years before:

In addition to those above, Dr. john Kinsella has listed

the following as among the important causes for change:
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(1) A growing concern about the neglect of the superior

student;

(2) An awareness of the great technological and mathe-

matical progress of the U.S.S.R.;

(3) The huge financial support given by the federal

government and large foundations to the improvement

of mathematics education;



(4) The emergence of vigorous and imaginative leadership
in mathematics education in various universities
and professional organizations.5

It is true that many isolated movements to reorganize
the mathematics curriculum did begin before Sputnik I. It is

equally true that the rapid expansion of the field of mathematics
and the simultan-pus explosive growth in modern technology pro-
ceeded in great measure independently of the race fdr space.
However, this author believes that the tremendous financial
support from both government and private foundations would have
been much slower in coming if it had not been for Sputnik I and

the reactions it created. The various efforts for change would
likely have continued without financial aid but they would, of

necessity, have been on a far less grand scale. And so, while
it cannot be truely regarded as a basic motivational cause, the

effects of the millions of dollars provided by the United States
government (through the NSF, USCE, NDEA, etc.), the Ford Founda-
tion, the Carnegie Foundation, and others, can never be under-

estimated.

III. THE REACTIONS

It will not serve the purpose of this paper to outline

in detail the work of each of the major mathematics curriculum

revision projects. Rather the reader is referred to the items
in -the bibliography if his interest in particular projects is

not satisfied by the following generalizations.

The projects that have had the most impale are undoubta-

bly the University of Illinois Committee on School Mathematics
(V.Z.C.S.M.) and the School Mathematics Study Group (SJI.S.G.).

The former, perhaps because it was one of the first (1952) and

the lei-ter, begun in 1957-58, because it is the largest and

most generousiv- funded. Others that must be mentioned area The
University of Maryland Mathematics Project, the Ball State
Teachers College Experimental Program, the Commission on Mathe-

matics of the College Entrance Examination Board.

The UICSM project is of interest here in that its organi-

zational plan is located within the general confines of a university

setting. The project is directed by Beberman, a member of the

College of Education faculty. Associated with him is a mathemati-

cian (Vaughn) and two teacher- educators (Hendrix and McCoy).

Earlier in the project others contributed to the project in vari-

ous ways .l
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The text materials were written by Beberman and Vaughn,

then taught by Beberman in the University P.hool (the laboratory

school of the University of Illinois). These text materials

were produced in mimeographed form and loose -leaf bound in order

to facilitate the inevitable subsequent revision.

After several years of writing, testing, re-writing, a

teadhers edition of the final forms was produced. This too was

mimeographed and loose-leaf bound with the teacher's notes printed

on a different color paper and inserted at the appropriate place.

Again, the intent to continue revision was in evidence.

Prospective teachers from the public schools were brought

to the University of Illinois campus where they were instructed

in the use of these new materials before introducing therm to the

students in the classroom. In the early stages Beberman felt

so strongly that the materials could be properly presented only

by those who had received the special preparation for doing so

that classroom sets of the texts were unavailable to those who

had not participated in the teacher training program. However,

recently the texts were made available to any school by commercial

publication.

The influence of the UICSM choice of topics and the imagina-

tive modes of presentation can certainly be seen in the work of

virtually every other project that followed.

The SMSG program, directed by Professor E. G. Beagle,

differed from the UICSM, in that the total writing team originally

consisted of approximately 100 mathematicians and 100 public

school teacheLs. In the first writing year (1959) these persons

were divided into smaller teams with equal representation from

both groups. Each team then write text materials on a given topic

for a given grade.7

During the school year 1959-6C, these texts were tested

in some sixty school systems. The following year a smaller team

revised the materials according to what had been learned during

the trial period.

It should be noted here that the original objective of

SMSG was to prepare secondary school curriculum materials for

the superior student. Since then SMSG has also given considerable

attention to ti-e demands of the less able students and to the ele-

mentary school curriculum as well.

The other activities mentioned above have followed one

of the two basic patterns just described. In general, the _ffer-
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ences are in matters of content, teaching technique, or size,

rather than in method of procedure.

Carefu'L attention must be given to the essentials of the

various curricula movements. They are:

(1) A combination of the talents of the educator and
the mathematician to produce material that is

mathematically correct and pedagogically sound.

(2) The extensive testing of the materials produced
and the subsequent revision in light of the testing

results.

(3) The preparation of materials for the teacher who
is to present these new materials or the conducting

of special teacher education progrwns.

(4) The availability of sufficient funds to cover the

costs of salaries, materials, expenses, etc.

(5) The close cooperation of public schools and univer-

sities to make available the facilities and talents.

(6) A commitment to change for improvement.

IV. THE RESULTS

It was inevitable that the rapid changes in curriculum

would create considerable criticism. No critic has been 'more

sevel.e not more articulate than Professor Morris Klein.3 Klein's
attack has been directed primarily toward the masc., accusing the

group of being "wholly misguided", attempting to replace the

"fruitful and rich essence of mathematics" with "sterile, peri-

pheral, pedantic details".

Certainly, Klein's comments were overdrawn and overstated.

However, some of the early Rioneers have privately observed that

perhaps they did go a bit too far. But without going too fat,

how does one know how far to g0

The critical remarks of parents, less articulate-than

Klein's but no less devoid of emotion, reveal more about the

knowledge and understanding of the parent than they do about the

new programs. It is true that the ideas and materials are un-a

familiar to many parents and therefore, they are unable to "help"
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their child with his homework. This state of affairs only
serves to indicate that the schools must realize and attempt
to solve the problem of communicating with parents.

The most real source of difficulty lies not in the new
materials nor in the abilities of the children to master them.
Rather, it lies in the inadequate supply of sufficiently well
prepared teachers to teach the materials. Unfortunately, colleges
are not producing nearly enough new teachers to meet the demands.
Experienced teachers whose knowledge of mathematics is itself
traditional have as much difficulty with the new materials as do
the lay parents. This problem will gradually be resolved through
more in-service education, better teacher guides, and, of course,
the passage of enough time to permit a background of new experi-
ence.

However, one does not evaluate the total worth of any
activity on the basis of superficial criticism, regardless of
how well intentioned it may be. Instead, the evaluator asks
"does the activity produce results that were not previously being

realized?"

In the case of the new mathematics programs, after a
decade of carefully conceived experimentation and research, the
answer must be a resounding "Yes1". Again, the reader is re-
minded of the phenominal increase in collegiate study of mathe-
matics previously cited. One must also consider that the past
few years have seen a constant revision of collegiate mathematics
programs to meet the demands of entering freshmen who already
know what was once included.

Countless studies, large and small, have conclusively
established that the products of the new mathematics programs
still maintain as high a level of skill attainment as under the
traditional programs. In addition, today's high school graduate
who successfully completed an extensive study within the new pro-
grams has acquired a far greater grasp of basic concepts in mathe-
matics than did the graduate of twenty years ago.

In summary, the new mathematics programs are creating
enthusiasm for mathematics, and are building a considerable under-
standing of the nature of mathematics, without sacrifice of skill
attainment.
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V. THE NEXT STEP

If one is to believe that the predictions outlined in
Go, als for School Mathematics, commonly referred to as "The
Cambridge Report47;IIIToTultimately realized then the public
school graduate of 1990 will have studied what today's college
junior has encountered. Even more amazing is that some leaders
in mathematics feel that the Cambridge Report is not bold
enough!

It now appears axiomatic to say that educators have no
true notion of what the limits of learning are; indeed, even if
they exist. Apparently questions of what a given child at a
given age can learn are hardly worth asking. What does seem
reasonable is to ask what is appropriate for a given child to
learn; how best to use the limited time devoted to learning.

Thus, the future of curriculum design, whether in mathe-
matics or in some other field lies in the hands of competent edu-
cational researchers. They must ask good questions, discover
valid answers, then "spread the gospel" through publication.

Mathematics continues to grow at an ever increasing rate.
Children continue to learn despite all efforts to prevent it.
Educators have no choice but to teach; to teach as well as they
can, to choose wisely what is taught; to experiment, revise, and
experiment again.
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CURRICULUM DEVELOPMENT AND EVALUATION IN ENGLISH

Mary J. Tingle
Associate Professor of Education

University of Georgia

The subject upon which I have been asked to talk is

"Curriculum Development and Evaluation in English." The word

deVelopment implies that something is, that its status is defin-

able, and that evidence of change is recognizable. Curriculum,

development in English is, at the present time, one of the major

movements on the educational scene. When anyone becomes deeply

involved in the process of development or revision of an' English

curriculum, he realizes that the teaching of English is in some-

thing of a state of confusion. It is not, however, the confusion

arising from indifference or ignorance on the part of those who

have been responsible for its growth but rather from its relation-

to the overwhelmingly complex forces that are at work to reshape

American education. The issues are not simple, the time for

decisions is limited, and the gap between the present and the

immediate future is both deep and wide. Our concern is not with

rearranging bits and pieces of the curriculum,, of deciding whether-

the predicate nominative should be taught in the sixth -grade

instead of the seventh grade or whether seniors should be allowed

to make book reports on Treasure Island. The demandi are for a

new design that will show a unity, a balance, and a strength that.

is not now present.

:BACKGROUND OF DEVELOPMENT OF AIMS IN TEAMING ENGLISH

Demands for change in curricula are ever present because

curricula are sensitive to existing social conditions and to

the state of knowledge. There has never been a time when some

group was not agitating for change to bring the curriculum more

nearly in line with the needs of students.

English as a school subject is a comparatively new sub-

ject; it did not attain respectable status until about 1000. In

fact, in 1899 the Committee on College Entrance Rcluirements

recommended that secondary schools devote four periods a-week for

four years to the study of English with "one-half of this time to

be devoted to the department of literature" and that the other

half be devoted to composition. Five days a week were not allowed

because many educators thought that English did not provide suf-

ficient "Developing power" to warrant as much time as major courses



such as Latin and mathematics .1

or,

in 1874, Harvard required each candidate for admission

"to write a short English Composition, correct in spelling,

punctuation, grammar, and expression, the subject to be taken

from such works of standard authors as shall be announced from

time to From these 'works of standard authors. . .an-

nounced from time to time" developed the literature programs

devoted to classics such as Shakespeare's Julius Caesar and Macbeth,

Scott's Ivanhoe, Eliot's Silas Marner, Dicken's Tale of Two Cities,

Longfellow's Evangelic, and Coleridge's The Rime of the Ancient

Mariner. Classics thus singled out by Harvard and later by the

College Entrance Examination Board took on such an aura of impor-

tance that teachers, textbook publishers, and curriculum makers

to this day feel slightly sinful if they choose substitutes. At

any rate, the study of chosen classics was early established as

the literature course. With this was also the study of English

graamar described in terms of Latin grammar, and of formal rhetoric

and composition.

The aim of these early programs was preparation for college,

and it is not surprising that college entrance requirements should

have strongly influenced the English curriculum in the common

schools. The result, however, was rigidity in programs and frus-

tration for teachers who were trying to prepare students who would

rank high on college entrance examinations. Also soon after the

turn of the century public education began to include more and

more students who did not expect to go to college, and the programs

did not seem suitable.

One of the first attempts to change the aims and content

of English came in 1917 when a joint committee from the National

Education Association and the newly formed National Council of

Teachers of English prepared a report which stressed the impor-

tante of considering the pupils' daily experiences in the selec-

tion of the content of the English programs. They identified

cultural, vocational, social, and ethical values as desirable

outcomes of instruction in English. The report challenged the

pattern of concentration on college preparation and pointed out

that "_.the chief function of language is communication."-e

World War I came and the impact of patriotic tension upon

the English program resulted in a reinterpretation of aims.

Charles R. Gaston, President of NCTE (1922), "defined two para-

mount aims in the teaching of English: development of the power

of thought, and strengthening of the character of the students

- both toward the ultimate goal of service to a democratic state."

President Essie Chamberlain (1924) "suggested that we determine
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the ideal qualitiss of the American citizen and then direct instruc-
tion in ethics and the training of thought toward these ends."

The coming of the depression of the 1930's shifted attention
to the practical.

Two eloquent advocates of practical English at
this time were Presidents [R. L.] Lyman (1931) and
[Charles Swain) Thomas (1935). Lyman spoke of English

as a "tool" subject for other studied in the ctrrica-.
lum and stated that a basic goal of English instruc-

tion is practical usefulness. "My plea for normali-
zing instruction is this: its disciplines, its sub-
ject matter, and pupils' experiences with it should be

as intimately associated with life as possible.". . .

Literature . . . should be treated "as the noble and
profound application of ideas to life," President
Thomas, commenting on the altered school population -
the increasing proportion of students with reading
and writing retardation, remarked, "I stand firmly upon

the principle that the larger. portion of our expended
energies in English teaching must rest upon the
broadly extended base of the practical, for it is
there that we meet the workaday needs of every indivi-

dual pupil."5

In 1929 the National Council of Teachers of English
appointed a committee to build a course of study in English from

kindergarten through graduate school. The committee, headed by
W. Wilbur Hatfield, spent five years in this project and in 1935'

published a ret,ort, An .EeELLence Curriculum in 1.10201a, The re-

port was designed to show that English could be organized around
strands of human experiences and that the total English program

could be built upon the pupils' everyday language needs and ex-

periences.

Before the experience curriculum had gained full recog-

nition, the clouds of World War II were gathering and uncertainty,

indecision, and reappraisal of the meaning of education disturbed

the educational scene. Temporarily the emphasis in purposes for
teaching English came from the emphasis upon the kavage arts
(reading, writing, speaking, and listening) as "tools of democracy,

the instruments by which it implements and perfects itself."

During World War II an English Commission was appointed

through the National Council of Teachers of English to study

the English curriculum from kindergarten through graduate school.

The Commission concerned itself with articutating the program
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from grade to grade and with meeting the needs of students by

providing them with worthwhile experiences. The report of the

Commission was planned in five volumes, the last of which was

published in 1965.6 Before the volumes were completed, however,

the Sputnik incident affected educational thinking, and criticisms

of the emphasis upon individual development through the language

arts arose. The emphasis shifted from personal problems to deep

scholarship for intellectual independence and for moral responsi-

bility; the term Lana-am arts began to be replaced by Mglish,

especially in reference to the secondary school.

Thus, under the impact of two World Wars, a depression,

a tremendous growth of school populations, and technological

advances that put earth satellites in orbit, the basic aims of

the teaching of English have shifted in several directions - from

college preparation, to personal needs, to support of patriotic

emphasis, to deep scholarship. For over a period of nearly seventy

years the aims have maintained only a tenuous stability.

The lack of objectives for teaching English that are

stable, fundamental, and generally accepted by all who teach

English constitutes one of the majc- problems in the development

of English curricula. The task of clarifying the purposes and

content of English for a constantly changing society is a never

ending process. Each set of objectives is satisfactory for the

time for which they are written, but before they can be imple-

mented well enough to have a real effect in the classroom they

are outdated and a new set is in the making. Perhaps we have

been influenced too much by the predominant characteristics of

each period in our changing society and have written objectives

on the level of expediency without looking deeply enough to find

the characteristics and needs of human beings that make possible

the continuity and uniqueness of our society. Perhaps this is

more than we can do; nevertheless, as we move into a new effort

at curriculum revision in English, we are again required to try

to determine the directions in which we expect to move and to

state those directions in terms of what they mean to students.

The stating of objectives is one of tho 'sic problems

in the development of an English curriculum

THE NEED FOR CURRICULUM DEVELOPMENT

The present is another time of appraisal of the English

curriculum. The need has been apparent for a long time for,

in spite of all of the innovations that have come into the program
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over the years, the critics of education continue to say that
students read less wall than we expect, write very poorly, spell
in,orrectly, and speak abominably. Sometimes the critics are
harsh, but sometimes we who teach have something of the same
feelings, certainly about some students. We do not always
bring the student and our subject together in the most meaning-
ful way. T rin,m of my minAmni..= in

was strong in agriculture but not so strong in
day he was in the shop hammering out somethin
He pounded away and then held his work up to
reported to have remarked, "I don't give a
but I can sure beat hell out of an anvil."
ported to me, I had a distinct feeling th
Bard had not made contact. Shakespeare
chance.

(-.1.wrIni whin

English. One
g on the anvil.
admire it. He is

damn about Shakespeare,
When this was re-

at he and I and the
and I had missed our

This incident occurred in the 19401s, and I think that
it is a fair estimate of the status of the teaching of English
then and to some extent now. What was going on in the English
classroom had become so academic that many students saw little
relationship between the way language and literature were pre-
sented in the classroom and what they did with it in reality.
The classroom and the everyday world were so far apart that they

seemed to have almost no connection. The studeata spoke as the

reacher required the to in class, but they knew that this was
not the way people talked outside an English classroom; they read
the classics that the English teacher required, but they did not
read these or many other things outside the class; they wrote
the compositions the teachers specified and hoped they could do

them well enough to be able to find on their corrected papers
at least an equal balance between their work and the red marks

the teacher made.,

As I say this I realize that there has always been a

group of students who are oriented to and motivated by the aca-
demic presentation of language and literature, but in the public

schools we a- re not concerned with one group only. It is our
responsibility:to teach the English language in all of its
aspects to all students and through our teaching to enable students

from kindergarten through grade twelve to gain control of the
language as they use it and to understand and value it as it has

been and is being used by others.

Language is the most marvelous and most powerful inven-

tion of man; the one upon which all other inventions depend

either directly or indirectly. You will remember an incident in
Fair Lady in which Professor Biggins, who has undertaken to

make Eliza Doolittle a master of the English language, realizes



that she has worked to the point of exhaustion and is ready to

quit trying. Then he said to her

Eliza, I know you're tired. I know your head

aches. I know your nerves are as raw as meat in

the butcher's window. But think what you are try-

ing to accomplish Think what you are dealing with.

The majesty and grandeur of the English language,

it's the greatest possession we have. The noblest

sentiments that ever flowed in the hearts of men

are contained in its extraordinary, imaginative and

musical mixtures of sounds. That what you've set

yourself to conquer, Eliza.7

The basic problem of curriculum development in English

is that of finding ways to make this language real and vital in

the lives of students who are living with it and using it and

will continue to live with and to use it the rest of their lives.

It is not an easy problem to define or to solve.

FACTORS AFFECTING CURRICULUM DEVELOPMENT

All curriculum development must take place within the

context of current social conditions, a particular group of stu-

dents, a particular subject to be taught, and beliefs about how

learning takes place.

The present day world offers no assurances about what the

future will be. The youngster of six who enters the first grade

talking about jet propulsion,and space travel will have to be

ready fifteen years later to control a world which no one can

describe for him now; however, what he learns as he goes through

school must suffice in the unknown future. What must he learn

in order to be able to meet unknown problems and solve them?

How can he learn to participate in change without being frustrated

to the point of indifference or immobility? that kind of founda-

tions must he have to be able to continue learning?

A major problem in curriculum development in English is

that of identifying current social conditions of making some

projections into the future, and of defining the ways in which

they impinge upon the program of language development required

by American youth.

The students in our schools are a part of a restless

world, a world of more TV sets, more houses, more cars, more
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schools, more pupils against a backdrop of an awareness of atomic
power and the race for space, of the United Nations and the
Peace Corps. They are interested in jet planes, hot rods and
frag races, but they are also interested in idealistic youth
movements, in working with underprivileged children, in human
rights. They react to the conditions of their times, but they
are also concerned about the persisting problems of growing up

in our culture: physical and emotional development, achieving
independence, adjusting to sex roles, clarifying vocational
goals, seeking a philosophy of lire and a set of values by which
to live. The search for identity, for individuality, for sig-
nificant and responsible work and family life are major tasks
for today's youth. What does the English curriculum contribute
to youth's understanding of the persistent problems of living in

an ever changing world?

DEFINING THE CONTENT OF THE ENGLICH CURRICULUM

The content of English also presents some problems to the

curriculum makers. In 1959 a Committee on Basic Issues in the
Teaching of English began its deliberations with tb question:

!9ihat is English?" The Committee was attempting to define the
limits of a discipline. What is the English teacher responsible
for teaching? The necessity for an answer to this question
comes from the situation which has developed over a period of
years in which it has been assumed that anything dealing with
words is the business of the English teacher: the school paper
(although the teacher may never have had a course in journalism),
the senior play (although the teacner was never in a play in her

life); the declamation contest, the debate team; the U.D.C., the

D;p11..R., the American Legion, the Civitan, essay contest; and
perhaps a class in remedial reading. The diffusion of the
teachergs efforts and energies has become eo general that fre-

quently any kind of coordination of activities in which he and
his students engaged is impossible. Recently, largely through
the work of the Commission on English of the College Entrance
Examination Board the discipline of English has been defined as
consisting of three components: Language, literature, and compo-

sition. This restriction has been favorably received and much

of the work in curriculum development at the present- is limited

to these three areas.

The area of language which includes grammar, ueage, and

vocabulary is, perhaps, creating more confusion among those who

propose to develop an English curriculum than any other area.
The term "new grammar" appears in discussions about what shall
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be taught. Grammar, however, refers to the structure of the

language and there is no new structure in American English

language. The newness lies in the various methods that have

been and are being developed to describe the language as it is.

Recent linguistic research, dating from about the 1930's, has

developed descriptions of the structure of American English

that deviate in basic assumptions from +ha Ksdhoor

grammar, that English teachers know so well and teach with such

vigor.

Three grammars - and more if you get beyond these three

- crrrently claim the attention of those who teach

Traditional "school" grammar is the one that most e.)f us

learned - or failed to learn - when we were in high school or

in freshman English. It is a prescriptive grammar developed

principally in the eighteenth century by scholars who considered

the classical languages the ideal languages and believed that

English should be forced to fit the structures of Latin. It is

subject to criticism because (1) it imposes the forms ._of a

highly inflected language upon English which has few inflections,

(2) it relates to the written language rather than to the spoken

language and consequently does not describe the language as it

really is but rather says what it should be.

Structural grammar, a second .approach, attempts to ana-

lyze the spoken language to determine the basic structures of

English sentences, the stress and intonation patterns which

signal meaning, and the words which act as markers or signals

to indicate parts of speech.

Generative grammar, a third approach, proposes that

English consists of two kinds of sentences: basic or kernel

sentences and transformat.Lons from these sentences. From the

kernel sentences an unknown number of transformations can be

made but all transformations that will be acceptable to a native

speaker of the language as grammatical Englis) sentences are

derived a.cording to an underlying process than can be defined.

Although each of the grammars referred to has a sI,tem

of its own, it is not assumed that either one will replace fully

the traditional grammar but will contribute it its modification

and will add to it concepts that it has not generally_incorporated.

The English curriculutamust present the most accurate description

of the English language that-is available; however, since develop-

ments in the new descriptions are not definitive the problem of

modification of the traditional approach is disturbing.
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The study of the structure of the language has led to a
distinction between grammar, a term reserved for the descriptJen
of the structure, and usage, which refers to matters of choice
about forms to be used, as who or whom or doesn't or don't. The
work of linguists, who study the language as it is without
meadeq judgments about what should be, has made meaningful the
concept of appropriateness in choice of language. Language chosen
as appropriate in a particular situation reflects the range of
choices that in reality exist in the English language and denies
the arbitrariness of positive right or wrong associated with the
term correct. It is difficult for some of us to accept the fact
that "I ain't got ro money." is grammatically correct although
it is questionable as a usage which can be kpproved.

Composition has a prominent place in current curricula.
It is generally considered to have been neglected, possibly
because few teachers feel competent to teach it and because class
loads rare generally too heavy for a teacher to be able to teach
even as well as he knows. The focus on it as a place in which
Changes must be made, resalts not so much from noisy criticisms
of high school graduates' inabilities to write simple expository
material or business letters as from the development of specula-
tions about learning that propose that language and thought are
so interrelated that they develop concurrently, and that develop-
ment of both depends upon formalizing thought through structured
language. Composition, oral and written, derive from and contrib-
ute to the devel.opment of thought process and consequently cannot
be neglected in the school program. Curriculum plans must provide
frequent opportunities for students to write and to talk in
connected discourse about ideas they are competent to conSider
if they are to learn to use language effectively both to shape
and reflect thought.

Although the present approaches to teaching literature
seem more-nearly stabilized than the approaches to teaching
language and composition, here too are some unsettled questions.
Should selections taught in high school be only classics or
should junior books, modern literature, and abridged classics be
included? Should only American and English literature be pre-
sented? Does literature of other countries, although taught in
translation, have a place? Should the program be based on wide
reading or intensive.readlng? Should we use anthologies or sin-
gle books for each selection? How should literary interpretation
be taught - according to a specific theory of literary criticism
or through a variety of approaches?

What is learned is affected by the nature of the learning
process and the kind of experiences through which learning occurs.
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In spite of differences among students in the manner and amount
of learning, it seems both desirable and possible that a sequence
of learning experiences can be planned which will lead each
student, by a process of discovery and generalization, to develop
for himself the concepts and principles which constitute the
structure of a body of knowledge. In this T.rocess, the student
uses, in essence, the methods of inquiry by which scholars ap-
proach the study of the discipline..

A study of language, literature, and composition makes
evident the close relationships that exitt among the three, and
trends in the teaching of English suggest the need for curricula
to provide learning experiences that bring the three together
in ways that make each contribute to the deeper understanding
of the others.

Now that English has been included in the programs for
improvement of instruction sponsored by the Federal government
and generous funds are available, it is possible to plan on a
grander scale than ever before. In the past much has been done,
bUt:the efforts have been so restricted that improvement has
come at an irregular pace. California may make great strides,
but the rest of the nation profits from it only indirectly;
Portland may develop excellent curriculum guides, but they fil-
ter out slowly; Goergia may have original and profitable ideas,
but they do not reach a wide audience. Now, however, programs
all over the nation are being developed simultaneously, and there
is considerable interchange among the .aany groups involved.
There are large curriculum development centers scattered over
the nation, each responsible for developing curriculum materials
for a phase of the teaching of English; The University of
Nebraska. for example, is working on materials for the entire
English program fram kindergarten through grade thirteen, with
strong emphasis upon composition; Hunter Collegein New York City
is working on materials for reading and English for grades 7-9
in depressed urban areas; Carnegie Tech has just completed
materials for able college-bound students in senior high school,
grades 10 through 12; the University of Illinois is working on
a state --wide curriculum for the preparation of secondary school.
English teachers; the University of Geordria is preparing materials
for teaching written composition in elementary school. My last
information is that there are sixteen such centers; there may
be more now. There are also several large demonstration centers
where new programs are in operation and are open for observation.
There are several Research and Development Centers devoted to
developing school programs. Funds for elementary and secondary
schools through State Departments of Education, and the impetus
afforded by the support of the Federal government has spread to
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State Departments of Educations which are assuming direct responsi-
bility for developing curriculum guides in English for the States
and to local school systems which are developing materials for
specific school situations. Although each unit that undertakes
curriculum development has a certen autonomy, all are working
from current research findings about effective learning and are
studying generally the same materials; consequently there are
ftruinmAn4 -m1 Amnng m11 ref prngrmmn This massive

attack upon the problems of teaching English should result in
widespread improvement in the English curricula that are in use
throughout the nation. At least this is a reasonable expectation.

AN ILLUSTRATION OF CURRICULUM DEVELOPMENT IN ENGLISH

The English Curriculum Development Center at the Univer-
sity of Georgia can be used as an illustration of the process of
curriculum development. The Center at Georgia has as its pur-
pose the developing of competency in written composition in
children from kindergarten through elementary school by means
of curricular materials. This effort, as do all efforts at
curriculum improvement, grew out of the interests and curiosities
of persons directly concerned with teaching. This particular
undertaking was stimulated by persisting criticisms of the
written language of students in high schools, in colleges, and
even in graduate schools. At every level, discussion seemed
always to reach eventually a climax in the question, "Why didn't
they . .?" implying that the present is the product of the
past and that therefore the past cannot be disregarded. How far
can we push such questioning and expect to find answers that
ce!fer constructive leads for curriculum improvement? When does
an individual begin to develop the skills, attit'adee, and under-
standings that are incorporated into the production of honest,
straightforward prose or significant poetic images?

Discussions about this problem among members of our staff
brought out several pertinent considerations. (1) Mudh is known
about language and language learning that has not been incorporated
into school pxograms. Linguists, anthropologists, sociologists,
psychologists, and educators have been studying language in its
varioes facets for years; each has some basic information about
the newhing of language as it is involved in a particular disci-
pline. (2) Learning is a continuous process. What we learn
today affects what we can learn tomorrow; language learning leads
to language learning; relationships established among various
learnings contribute to other 'earnings and understandings.
(3) What happenS to the young child has an effect on his attitudes,
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understandings, and language patterns as he matures. The young
child who is encouraged to talk, whose ideas are respected and
considered seriously, talks more freely, expresses more mature
ideas, and reads better than the child who is squelched and
shunted off or treated as a cute toy to be enjoyed by adults.
(4) The:young child can learn more about language - and every-
thing else for that matter - than is ordinarily ass:med. Anyone

who has ever taken children seriously and participated seriously
in their intellectual efforts knows this; however, Jerome Brunet's
assertion that "foundations of any subject may be taught to any-
-body at any age in some forms has given support to the idea.

There seemed to be adequate reasons for looking seriously at the
kindergarten and the first grade as the beginning points for
developing a program for effectiveness in written composition

and for continuing it through elementary school.

The structure for developing the project required the

selection of a staff, outline of a master plan of work, involve-
ment of public schools, and the submission of a proposal to the

U. S. Office of Education for support of the plan. The staff

consists of three co-directors, one from the English Department

and two from the College of Education, three staff members from

the College of Education, six graduate research assistants, ele-

mentary teachers in ten cooperating schools, and consultants from

the University Department of Anthropology, Sociology, Psychology,

and English, who are available for limited services. The program

is for a period of five years, beginning in 1963 and ending in

1968.
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In outline, the procedures followed were these:

1. A study of research in anthropology, sociology, psy-
chology, and language was made to develop the founda-
tions of knowledge about language and language

development. This was accomplished through a series
of seminars directed by specialists in several fields
and through the study of papers prepared by the

specialists.

2. The development of a set of objectives for the

development of a curriculum in written composition.

These were developed in direct relationship to the
information derived from the specialists.

3. The outline of a plan of work for the five years.

4. A conference with the teachers of the cooperating
schools for orientation and for help from them in
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structuring the plans.

5. The beginning of the development of materials in
tentative forms to be used by the teachers, revised,
used again and revised again.

6. The development of plans for evaluation of part and
of the total program.

7. Staff members from the Center serve as consultants
to the schools and visit them several times during
each year.

8. As the work has developed the general procedures have
been (a) the staff on campus worked on initial plans
and materials, (0) teachers came to tha campus for
discussion of procedures and materials, for work on
developing materials, and for instruction.

The curricular materials supporting the development of
written composition in the elementary school will concentrate
on an inductive approach to learning through which the individual
student will arrive at the highest level of concept development
of which he is competent, develop a meaningful vocabulary, learn
the basic forms which are used in written composition, and
develop a flexibility of expression that will present accurately
And effectively his ideas.

The materials will be developed in the form of resource
units designated for specific grade levels. Each will include
a section providing for the teacher informationaucessary for
teaching the unit, a statement of objectives, suggestions for
evaluation, lists of resource materials, and descriptions of
anticipatory experiences and reinforcement activities for grades
preceding and for grades following the grade for which the unit
is designed.

When the work is completed, it will comprise plans for
one phase of the total English program in the elementary grades;
however, throughout the materials will be references to the ways
in which the composition work can be related to the work in

literature and in language and in other subjects.

EVALUATION

Evaluation is one of the most significant and most
elusive aspects of curriculum development. The basic principle
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of evaluationf.is that the evaluation must be directly and
specifically related to the objectives and it must be engaged in

continuously. The lack of clearly defined objectives probably
accounts for the fact that the processes are often used unsatis-

factorily. Evaluation takes many forms, ranging from that which
is subjective and inexact to that which is rigidly controlled

and highly objective.

We are never without evaluation of some sort. "This is

a good 'Class." "The students are not learning any English in

that school." "These students can't read.' These are the kinds

of evaluation. .that are generally far removed from careful compari-

son of progress with objective; nevertheless, they are evaluations
and sometimes we like them so well that we say them with assurance

and proceed as though we knew what we were talking About.

Another type of informal evaluation is observation based

upon criteria selected as indications of behavior related to an

objective. Sometimes we, in English, get so carried away with

our subject that we make broad statements: We want students to

enioy, literature. This is an acceptable objective, but what

kinds of behavior can be taken as indicative of enjoyment of

literature? Conscious and deliberate analysis of this obdective

can result in a statement of criteria that in our best knowledge

and judgment relate to enjoyment, and we can evaluate student

performance with some assurance; we do, however, lack reliable

observation guides.

Objective standardized tests are useful in evluationcdf
progress; however, in search for objectivity we may settle for

instruments that have the requisite objectivity but lack the

coverage of the total sets of objectives. In order to evaluate

the total purpose we must use the best objective measures avail-

able, supplemented by informal methods as a basis for judgment of

progress.

Evaluation in English is difficult and at best unsatis-

factory because wn are dealing with language, ideas, attitudes,

and abilities. The 'otructure for evaluation is, however, always

the same: that is the objective? What beheviors can be taken

as evidence of the accomplishment of the objective? In what

manner or by what devices can these behaviors, be identified and

ranked in terms of approximation to the acceptable level of

accomplishment? And, of course, the really big question is this:

After the evaluation is made, what d4fference do the results

make in improving teaching? I regret that I cannot talk. about

this phase of curriculum development with more assurance. It is

wide open for serious research; until this is done we must rely.

96



on our best judgments made upon the best evidence we can secure.

Curriculum development in English is necessary, it is
interesting, and it is intellectually stimulating. The move-
ment in this direction is in the main stream of educational
thought and allies the English teacher with all others who are

1-41Am4nry rImmartinm them raniA CIAlra,OnMent
;;;;.1,1;UilTaVU -

of applied knowledge and scholarly inquiry.
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TUE ANTHROPOLOGY CURRICULUM PROJECT AT THE UNIVERSITY OF GEORGIA

AS A MODEL FOR CURRICULUM DEVELOPMENT: PRACTICAL PROBLEMS

Marion J. Rice
Assistant Professor of Education and Assistant to the Dean

University of Georgia

The purpose of this paper is not to describe the Anthropology

Curriculum Project in terms of curriculum theory or field testing.

Descriptions of the Project are being made available to you in the

form of copies of a "Panel Report' .l The purpose of this paper is

rather to present to you some conclusions concerning practical pro -

blems of curriculum development management emerging in copperative

curriculum projects financed by universities and federal agencies.2

The Anthropology Curriculum Project at the University of

Georgia, is being used as a point of departure. It is inevitable,

therefore, that remarks will be made which appear critical of the

Project and of the University. I with to assure you that while we

still have our problems, evidence of our ability to solve them and

to produce curriculum materials are the materials themselves, their

actual use in public schools, and their systematic evaluatioyi and

revision. The Division of General Research :as also le-an very

understanding of new problems posed by curriculum development and

has been very helpful in resolving then, The remarks which are

being made are designed to point up some of the putfalls which

emerge in curriculum development projects,

STAFF

The Anthropology Curriculum Project is a cooperative

research project funded by the Cooperative Research Branch of the

United States Office of Education and the University of Georgia.

Some University staff time is made available through federal funds,

but the majority of staff federal contribution is made in subsidize

graduate research assistants. The curriculuth development project,

therefore, has been used to support the University's graduate

program.

41411111111.10110.

"General Information Series No. 4, Anthropology Curriculum

Project, February, 1966

2This paper has been reviewed by the Project Co-Director,

Wilfrid C. Bailey. Be concurs substantially with the views stated.
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The majority of professional staff time, as the Univer-

sity's contribution, has been made available by allocating to

the project the released time of individuals already on research,

after clearing with the individuals involved. As a cooperative

project of the College of Education and the Department of Sociology

and Anthropology, staff are involved from the substantive field

of anthropOlogy and from a variety of fields in education'-_ -

curriculum, media, reading, psychology, evaluation, and logic.

This staff combination has been made on the assumption that

curriculum development involves a variety of skills. Some

skills, not possessed by graduate research assistants of profes-

sional staff, such as art and illustration, have been provided

for on a contract basis, paid by project funds.

ALLOCATED STAFF TIME

The method of accumulating staff, by adding portions of

eeverai individuals' time, is not an efficient method of gaining

production time. In the first place, the size of the staff

becomes somewhat unwieldy, and an undue amount of time is spent

in meetings and coordination. Secondly, individuals assigned

to the project haveother commitments, such as teaching, advising

graduate students, serving on committees, and performing other

duties which are associated with their primary role as a member

of the teaching faculty. Staff find it difficult to budget

their time for project use. A third difficulty lies in a member's

appraisal of his rights to his use of research time. At the

University of Georgia, research time is allocated faculty members

as d lueciao. c,f encouraging research and reducing the teaching

load. Computations of work load accounting sometimes lag behind

growth in enrollment and expansion of academic functions, so

that the amount of time theoretically available is not actually

available. At the same time, the staff member has the pressure

to publish, and it is often much more difficult to publish re-

search articles as a member of curriculum project than it is to

use equivalent time in -puts on some single investigation which

permits the use of some testing instrument. Only the evaluation

aspect of the project readily lends itself to research publication.

Hence, the project coordinator does not find that he has for pro-

duction time the time officially scheduled. Ineshort, in a

curriculum project the release of staff time from multiple indi-

viduals do not add up to one. The situation is roughly analogous

to part-time student accounting, in which part-time student hours

are converted into equivalent full-time students. Yet I think

all of us would candidly admit that at either the undergraduate

or graduate level equivalent full-time students do not equal a
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full-time resident student. Neither are parts of faculty time

equal to full-tine faculty time.

GRADUATE RESEhRCH ASSISTANTS

The use of graduate research assistants on a curriculum

Project serves a double purpose---to subsidize the graduate pro-

gram and to provide production hours. Graduate research assistants

are assigned to faculty for supervision. In light of the comments

made above concerning faculty time in-puts, it is not surprising

that it is also difficult to manage the time of graduate research

assistts. At the same time, faculty expectancy of graduate

research assistant production exceeds the role originally assigned

to the assistant. In fact, there is a tendency of the faculty

member to transfer his responsibility to the assistant, and to

give the assistant only cursory supervision.

DEPARTMENTAL COOPERATION

Additional problems are posed by the fact that in a

cooperative project, involving faculty from different colleges,

there occurs a difference in perspective as to the nature of the

project. While a certain forbearance on the part of staff

members minimizes this difficulty, it does not remove it. Coopera-

tion in theory implies mutuality; in practice, it sometimes can

become a one-way street. But the perspective of the direction of

cooperation depends upon the departmental position from which

viewed.

RECOMMENDATION WITH RESPECT TO STAFF

In consideration of the foregoing, it is recommended

that a curriculum ..development project staff be a full -time

staff, recruited, by the project director for the specific purpose

of accomplishing the various curriculum tasksproduction, field

testing, and evaluation. Specialized skills not requiring full-

time personnel should be procured through performance contracts

negotiated by the project director with the individual, with

payment contingent upon completion of the contract within the

time schedule. The curriculum project should operate as an

autonomous unit, with project staff responsible exclusively to

the project director The project director should only be
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responsible to one person in a university for reporting purposes.

PHYSICAL FACILITIES

Universities are not normally equipped with specialized

facilities for curriculum production, since they do not usually

have components which produce curriculum, materials. Since space

at universities is usually not adequate to meet the usual demands

for office and teaching space, the usual pattern in a cooperative

USQE project is to make available to a curriculum project what-

ever space is already available to faculty who are assigned to

the project. The result is that no new space is made available

to meet the special project needs. This difficulty is minimized

when project staff fortuitously occupy contiguous space. However,

where special faculty skills are required, this is not likely.

At the present time, faculty and graduate students on

the Anthropology Curriculum Project are located in tow different

buildings. In one building, education staff are dispersed over

three wings. Some graduate assistants, assigned to education

staff, actually occupy working desks in another building.

The physical dispersion of staff interferes with staff

contact and the necessary dialogue for the exchange of ideas and

viewpoints. Formal meetings are less satisfactory sometimes than

an exchange of remarks over a cup of coffee. The lack of adequate

room to house curriculum production is also inefficient. Particu-

larly important is a good project library, where materials are

always at hand. While the project library can never take the

place of a central library, a curriculum project should have

available a variety of materials easily accessible for consultation

and use at the particular moment they are needed. Ueiversity

policies with respect to the acquisition and housing of materials,

however consistent with good library manggement, are frequently

inconsistent with curriculum project needs.

RECOMMENDATION WITH RESPECT TO PHYSICAL FACILITIES

Ideally, each task of the curriculum project should not

only be converted into staff needs, butinto physical facility

units which can then be converted into a total project facilty

to house the various project operations. There is, of course, a

limit to independent provision of facilities. For example, where

a university has a complete media production center for visual



and audio materials which can provide resources on a contract
basis, it would be unrealistic to expect the development of a

duplicate facility. The point is stressed, however, that many'

difficulties in the production task of curriculum projects can

be traced directly to inadequate physic facilities. It is sug-

gested, therefore,that before a curriculum development project

is initiated, that each curriculum task be converted into facility

needs. Sometimes such needs are widely overestimated, but equally

serious is the under-estimate of needs and the attempt to produce

materials without any consideration of task space requirements.

BUDGET

Inexperience with curriculum development poses certain

financial difficulties which affect project management. The

first difficulty arises from the lack of cost accounting figures.

Inexperience with curriculum development and the absence of cost

data figures make realistic budgeting difficult. Just how much

does it cost per finished page of textual material? Per overlay?

Per frame per filmstrip? Per minute per teaching tape or teaching

film? Per illustrated page? Per page of programmed text? com-

merical guidelines, even if ;they were available, are not of much

use, because such costs are predicated on potential sales and a

reasonable profit margin. It is entirely one thing to invest

in materials which might have a potential sale of 100,000 copies

as compared with a sale of 1,000,000 copies. Even when a curricu-

lum project does not have to concern itself with reasonable profit

margins, university accounting procedures are not usually geared

to cost analysis which will provide a project director realistic

coat control information on the basis of actual experience.

A second difficulty arises in curriculum development

projects from hard and soft money budgeting. Bard money is a

term sometimes used to describe actual cash money which becomes

available to carry on the project; soft money is a term used to

describe the loce contribution which is to come from the cooperat-

ing university but is not separately budgeted in the curriculum

project but is made available through some department or agency

budget. The result is that the budget director has two types of

funds available---hard money which he can actually budget, and

soft money which he can only convert into actual resources through

further negotiation. If the promised support is actually budgeted

in another budget than the project budget, no unusual difficulties

may be experienced. If the money is not actually allocated, how-

ever, there is a risk that the local support will not be available.

Let us take, for example, a, local item set up under, the heading
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"travel" which is supposed to take care of the travel expenses
of the project staff. There is, however, no project travel item
on any local budget. Since universities tend to run short on
travel funds, thc., project director is never certain that the
travel funds are going to be readily available at the end of the
year.

A th4rd difficulty arises sometimes from the inflexibility
of local budgetary and accounting procedures. While in the past
many cooperative curriculum projects required an initial line
item budget, the final contract permitted full discretion on the
part of the director in the use of project funds, consistent with
good management and attainment of project objectives. However,
it sometimes happens that an attempt is made to apply all univer-
sity internal accounting procedures to project accounting, so
that the financial flexibility needed for project management is
not available, or does not become available as expeditiously as
it might.

RECOMMENDATIONS WITH REGARD TO BUDGET

It is suggested that a curriculum project have a separate
budget, for local as well as federal funds, and that the project
director, or the financial officer for the project, be thoroughly
conversant with university fiscal and accounting procedures.
Sometimes budgetary difficulties arise purely from the unwilling-
ness of the project manager to conform to such procedures, many
of which are imposed on an institution by statute or by auditing
regulations. It is perhaps unrealistic to expect the implementa-
tion of cost accounting procedures. Without such information,
however, I can assure you that it is impossible to do-anything
but the most general budget planning. For example, I should be
a7)le to tell you how much it cost to develop the 15-item, four
distractor multiple choice picture tests, Forms 1 A and B, for
the Anthropology Project, and the cost of revision. I can not.
I can go back to the records and add up the cost of the art work,
printing, and the salary of the evaluator. This would be only a
partial reflection of the cost, however, for my time, that of the
Co-Director, and several other staff members were involved. It
would be useful, for subsequent years of the project. to be able
to estimate how much it would cost, for test development.
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TASK DEFINITION ABD PRODUCTION GOALS

Thus far we have discusserl some practical prohlems re-

lating to staff, physical facilities, and budget. These take

on their real significance, however, from th actual tasks of

the curriculum project.

Curriculum development projects have a multiplicity of

facets, and range from the indentification of concepts, generalize-

t1ons, or key ideas to the actual production of text-book type

material to be ured in instruction. An example of the concept

approach is exemplified by the Social Studies Curriculum Center

at Syracuse University.3 The Syracuse plan follows a model popu-

larized by Hanna4 and the work of his graduate students at

Stanford University. In reality, however, as Hanna notes, it is

a continuation of an approach begun by Rugg and his associates

in the 1920's. Although the process of arriving at the generaliza-

tions is different---Hanna's students analyzed texts and monographs,

those of Price abstracted from position papers prepared by consul-

tants---the end result is the same, themes which can be used for

writing instructional materials.

The Anthropology Curriculum Project, as you will note

from the material which has been sel,arately provided, has followed

e more direct approach, proceeding directly to the preparation of

instructional materials in a subject area. In this model, there

are some practical questions which needed to be answered, such as:

What part of the total school program is to be allocated to use

of the materials? Are the materials to constitute a self-contained

instructional package, or are they to be regarded as supplementary

to other materials which are to be used? Will the instructional

materials require particular training of teadhers, or should they

be designed for instructional use without specific :reacher training?

How large should the pilot sample be: for field trial and evaluation?

In what, form should the experimental material be produced? How

will the production schedule relate to requirements for field

testing?

3Roy A. Price, Warren rietman, and Gerald Smith, Wors,

,Concepts for Social Studies (Social Studies Curriculum Center,

Syracuse University, Syracuse, New York, 1965).

4Pau1. R. Hanne and John R. Lee, "Content in the Social

Studies: Section One: Generalizations from the Social Sciences," in

John U. Mi,chaelies, editor, Social studies n Elementary Schools Mo-

tional council for the Social Studies, Washington, D. C. 1942), Ch. ZIT
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The tentative answers to these questions were then
converted in co a sequence of production operations, accompanied
by a tentative schedule of completion dates. This production
schedule serves the dual prupose of outlining the various pro-
duction tasks and of specifying the time in-puts available to
meet calendar deadlines. The production schedule also serves
as a means for allocating manpower and measuring the extent to
which the curriculum project is meeting its production goal
deadlines. At any time, therefore, the project director is in a
position to make a firm estimate of production achievement.

It cannot be over-emphasized that a curriculum project
which has as its objectives the preparation and field testing of
materials must be production oriented. Unlike individual re-
search, in which production may be open-ended, production of field
tested materials operates within a closed production schedule, in
which the breakdown of production in one area compromises the
overall production schedule, It is probable that curriculum
developers will never be quite satisfied with the material they
prepare, and it is therefore essential that the project director
have sufficient control over various aspects of the project so
that there can be a feed-in into the total production schedule.

I shall try to illustrate this problem of production
scheduling with some concrete references to the Anthropology
Curriculum Project. The Project initially began, as do many
academic projects, with an attempt to outline the conceptual
framework of the field of anthropology. This phase of the project
was frankly abandoned after six months of effort, after it became
obvious that the refinement of this task would compromise the
whole production schedule. An ad hoc decision was made, there-
fore, to select unifying unit themes for each grade level, ae-
velop topical writing outlines, and include and extend the basic
concepts as necessary in the topical outline.

Two types of material are produced - -- teacher background
material and pupil texts, each of which are accompanied by
appropriate guides. Originally the production schedule called
for the simultaneously. Because of the lack of staff experience
with writing pupil-level materials, it was decided to first pre-
pare the background material for teachers, and use tkis material
as a control for writing the pupil text and related material.
The translation of teacher background into pupil material is not,
I should emphasize, a simple matter of reduction. The prepara-
tion of pupil material is an independently creative act, not
only in style but often in terms of organization. One of our
majer difficulties, which we have not yet satisfacterily solved,
:ke the lor:tting of the pupil material.
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In this connection, one of the controlling questions for

purposes of development is not the completeness with which a
particular writing task is accomplished, but how well it is modi-

fied into the overall edhedulem You will recall that I indicated

that a very practical matter is how much time is to be devoted

to the instructional material to be developed in the school situa-

tion? The treatment of a topic, concept, or idea must be restricted

ea its relation .4e, +ale overal l Tfi for example, when it
was decided that about fifty pages of new content appeared to be
the maximum that should be written for the fourth grade pupil

text "Concept of Culture", Chapters composing the unit had to be

compressed---we could not spend as much time on the chapter "How

an Anthropologist Studies Man" as an intensive treatment might

have warranted, Incidentally, we included too much material in

this unit, and, on the basis of experience, a decision was made to

delete the chapter on "Cultural Dynamics". This chapter will be

treated at a higher grade level in an expanded form, because it

was found that an extensive treatment at the grade four level over-
burdened the fourth grade unit and was not consistent with good

learning---the chapter lacked the inductive explanatory illustra-

tions necessary to support conceptual exposition. What I am

saying is that there must be a willingness to change production

procedures, when experience shows a change is needed, rather than

arbitrarily adhering to a particular production model which is the

outgrowth of an idea of the way curriculum development ought to

proceed, and to change grade placement of material on the basis

of informed judgment; and teacher feedback even where not supported

by test evaluation.

Experimental material should reach teachers in sufficient

time for them to become familiar with the maters al prior to the

scheduled time of experLmettal instruction. Even though you may

surmise that your cooperating teachers will not make much attempt

to study the material in advance of teaching period, because of

intervening commitments, cooperating teachers have a greater sense

of security and are more favorably disposed to the experimental

material if they feel that they have adequate time to become

familiar with it. I can only express our appreciation to our

cooperating teachers, especially the control teachers who did not

have the benefit of'inetruction in anthropology the preceding

summer; for their forbearance with,tbe failure of the project to

make material available in accordance with the production sdhe-

dule. Our exeerimental design diat not call for eny coatect with

cooperating teachers before they attempted to use thF material,

but it is suggested that adequate time be allowed between receipt

of experimental material and its use, whether or :Art any special

contact with cooperetiag teacIsers is planned.
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In a separate release, you have been given a year-by-year
description of the activities of the Anthropology Curriculum
Project. One of its features has been the training of teachers,

and the use of trained teachers in instruction compared with un-

trained teachers. The training of teachers in the summer program
was initiated before the anthropology units by grade level were

written. On the basis of experience, such prod action scheduling
is not recommended even when necessary to fit the grade levels

within the project time. The first year should be primarily de-
voted to producing the first curriculum materials, with any
teacher training to follow and not precede material development.
There is a difference of opinion within our own project as to
how much "tooling up" time should be allocated. On the one hand,

there is the view that the first year should be primarily devoted

to initial planning, organization, position papers, and similar

preparation steps. My own view is that the curriculum task should
be defined task, and attempts made to solve the tasks defined
without too much time devoted to planning and preparation. This

can become an end in itself, without leading to very productive

results. Certainly, however, it seems desirable that teacher
introduction to a, project should occur after the project has

thoroughly jelled, and no in the beginning phase.

RECOMMENDATIONS WITH RESPECT TO TASK DEFINITION AND PRODUCTION GOALS

The first need of any curriculum development project is to

define its tasks operationally and to convert these into production

goals. Where the objective is tine peeparatioe of materials for

classroom try out, the entire project must be production oriented,

and practical decisions made to facilitate the production objec-

tive. Much curriculum theory, such as unit preparation, is pre-

sented in terms of teacher resource material rather than material

whidh is to be used for day to day instruction purposes1 and is

not very useful in material production.

All instructional materiel, irrespective of its nature,

embodies programming: since the attainment of the:learning teak

progresses throuoll the logical presentation of material. While a
variety of meeheds may be used to initially define the learning

task, the act of developing the materials in the form of actual

usa ia one which is only programmed in the actual phase of writing

or prcraratien. To burrow a term from the theatre, the original

script frequently has to be scrapped or modified. Hence: it is

imperative in a curriculum project that the actual process of

materiel preparation be attcked at the earliest possible moment,

and not too much time be invested in the theoretical aspects of
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curriculum development. The plot, to use an analogy, must be
converted into a script, and the script, into a play.

SUMMARY

This paper has attempted to deal with certain practical

aspects of curriculum development projects which are cooperative

efforts of universities and federal agencies. It does not

pretend to be complete. A3oumver, university staff generally
lack experience with curriculum development. P2,:oblems of task

definition and production objectives, staff, iacilitles, and
budget are practical issues which murt be handled as efficiently

as possible if material useable in the classroom is to result

from curriculum development.
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GENERAL SUGGESTIONS FOR WRIT/NG RESEARCH PROPOSALS

Warren G. Findley
Professor of Education
University of Georgia

There is-a common thread to be found among the criteria

proposed in different government research programs for judging

the merit of proposals submitted under that program. Such sets

of criteria differ in details and in their extensiveness, but one

can distinguish five major topics:

(1) Is the problem significant for those engaged in

education?

(2) Has the investigator taken full advantage of currently

available related research and new developments?

(3) Is the research 02s3.40 sound?

(4) Are the available RIEsonnel and facilities adequate?

(5) Does the study promise enough to be considered econom-

icallvleffi4ent in the:light of its costs?

The Informal Check-List for Proposals developed by the

Division of Adult and Vocational Education is no exception. Em-

bedded in that check-list are to be found virtually all of the

same questions that were distributed to you as the basis of

preparation for this afternoon's paper and the subsequent discus-

sion of proposed projects. This paper is addressed to those

proposals generally. The pane/ this afternoon and tomorrow

morning will deal with them specifically.

A few preliminary remarks regarding matters the Informal

Check-List for Proposals lists as "Procedural Questions°. Que-s-

tiam 4 asks if a one-page abstract has been prepared. This is

most 1,mporZant. Any reader asked to evaluate a proposal will

turn to this first and read it thoroughly before proceeding to

consideration of the details of the proposal. It had better be

mg. It needs to be as clear and complete an introduclf4on to

the total work as can be accomplished in a page. It sh4uld go

without saying that this introductory summary should berwritten

a)!ter the main document has been prepared to do full justice to

tle proposal as finally designed.
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Question 6 asks if all headings have been included and
information provided under each. Again, as a courtesy to the
reader who often must read several proposals and sometimes com-
pare them, headings should be included as guides to efficient
reading. Moreover, even if the point covered by a particular
heading has been covered under another beading, it should be
repeated under the heading which specifies it. This is where the
reader will oc for 4t if he wanes to check +11a4- pe4n4- epersiciem-

ally. For example, if the time-table for carrying met a project
has been fully explained in the section on procedures, it should
be repeated in convenient reference form under the heading for
"Time-table".

Question 8 asks if the cost-sharing principle is re-
flected in the budget. This is essential. In the case of our
Research and Development Center, the federal contribution of $3,2
million over a five-year period is often all that is mentioned.
But the University of Georgia is contributing another $1.8 million
in,terms of faculty time diverted from instruction to research,
space allocations, equipment, and related general services. Com-
mitment by the local institution to the project is evaluated as
part of the proposal.

,..

Seemingly, all sets of criteria for appraising research
proposals put first the question of significance of the problem
to persons engaged in education. In the lapguage of the day: So

what? What is the value of knowing the answer -.to the question or
questions posed for solution by the study?

Sometimes a study answers a very specific question about
a definitely local practice. This is generally seen as being of
limited value by supporting agencies, and rightly so. But some-
times such a study provides a useful model for others to follow.
A comprehensive, systematic study of the value of a particular
service in one place may serve as a model for other studies. In

my first job, as a college personnel officer, the sudden death
of the President of the Board of Trustees brought in a new nen
who knew little of the operation of the institution, so he pro-
posed a survey. Evaluation of our counseling and testing program
was done by the late Walter V. Bingham. Be took as his point of
reference the high attrition rate in our day school that prevailed

seven years earlier when our program began and compared it with

the current attrition rate. Be arri7ed at a dollar value by adding

up the total faculty salary at each cete and multiplying by the
proportions graduating in the regular four years. The difference
came to $50,000 at a time when our total counseling and testing

bndget was $10,000. When I pointed out that we had passed through
a period of increasingly selective admissions, he countered with
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the observation that little if any improvement had been shown in

the right school where selectivity had increased quite as much,

but there had been nc counseling program. The model of increased
utilization of the faculty in producing graduates is of value

anywhere any time, even though the study showed only that a

particular program in a particular institution had paid for itself

several times.

It is generally important to show results that are

generalizable to many other similar situations, but often situa-

tions vary sufficiently from place to place, or from institution

to institution, to make generalization uncertain. And there is

nothing quite so convincing as a local demonstration. So a

study's significance is to be judged in terms of the generaliza-

bility of the method. as well as of the findings themselves.

The second question raised is whether the presentation of

the problem shows knowledge of theproblem proposed for investiga-

tion. If, for example, the problem has to do with achievement

or learning in school and the presentation ignores consideration

of socio-economic factors, the evaluator may well question the

investigator's grasp of the real situation. In vocational

studies, to disregard differences in employment practices or work-

ing conditions and concentrate on wage rates and retirement bene-

fits is to convict oneself of lack of a comprehension, realistic

grasp of a situation. You will think of other examples of studies

in which failure of the investigator to take into account all the

major forces operating in a situation led you to discount the

significance of the findings reported.

The third question is related to the second. It laz to

do with clarity of statement of the problem. Can the reader tell

from the statement of the problem exactly what the investigator
conceives the problem to be so as to be able to judge that the

problem can be treated as proposed. The old saw that it is hetiear

to remain silent and be thought a fool than to speak and remove

all cause for doubt" will not suffice here. I assume that in

these days we are all in favor of flexibility as contrasted with

ligidity of approa7h with adaptation to individual difference

creativity, and the l:&.he. But the critical reader needs to know

exactly what is proposed. Parhaps all of you have heard of the

man whose creativity was evident only in his spelling. But, more

seriously, what specifically is proposed by way of adaptation to

individual differences in a given situation? Does the proposal

make clear that different instructional mate,Aals are to be used

or that individuals are to be enabled to proceed at their own pace

or that different levels of final accomplishment are to be set

in accordance with some current estimate of capabilities? Even



more specifically, if different instructional materials are to
be used, in what essential respects will the materials differ?
Vocabulary and reading level required? Amount of pictorial
or diagrammatic illustration included? Number of different
illustrations given to teach each principle or concept? Amount
of practice on a technique in comparison with time given to
Preliminary demonstration? If individuals are to proceed at
their own pace, what checks are to be available on their progress
to guide them at various points or intervals? Is the individual
to be allowed a set maximum time in one area, than be moved to
another with whatever mastery he has achieved in the first area?
Or is he to be allowed to move only after achieving a certain
level of mastery in the first area, thereby limiting the number
of areas in which he will attain a specified minimum level of
mastery? The reader, even if he is a specialist in the area of
the study needs such detail? It does no good to say. `'You know

what I mean." I am sure you share my feeling when people give
you directions as to how to get to a place you have never been
before and conclude their statement with "You can't miss it."
You can, and I have. Explicitness of the sort I have been advo-
cating can be overdone. We have all heard the story of the little
boy who thanked his grandmother for the book about penguins she
had given him for Christmas and concluded his note with the state-
ment that he had learned more about penguins than he really cared
to know. As a general rule, however, it is better to err on the

side of being too explicit than on the side of being so cryptic
that the reader could not satisfy himself on an essential point.

The iJarth question I have propounded relates to much
that has already been said about showing grasp of the problem.
It has to do with the review generally included of related
developments. The great E. L. Thorndike: father of the Roberts
Thorridike yeu hear quoted widely today, used to tell of the
graduate student who came to him with a proposed dissertation
study and assured him that itwas an original study because be
(the student) had read nothing on the suuject. Readers of pro-
posals spot such geniuses early, and stop reading. 1n-some
instances there is little that has been done, but that needs to
be said and evidence of just how little has been done needs to
be presented in support of the statement. Such evidence is best
provided in the form of studies that come nearest to dealing with
:!e subject. Often related studies have been done at different
levels of schooling. A procedure may have been applied and
studied at many #econdary schools, but not at the post-secondary
level, or vice versa. Only fragmentary attempts may have been
made with a new approach, which the investigator proposed to
apply to the total program of a school.
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The reviewer of a proposal, is happier if he finds the

investigator is familiar with specific related studies rather

than general summaries or digests of such studies. Occasionally

sc muci) has been done that general summaries are most appropriate

as references, but even then some specific references need to

be added. Recently, Dr. Callaway of our Reading Clinic was

asked to prepare a Ubliogrphy of studies of the teaching and

learning of reading for our Research and Development Center in

EdMcational Stimulation with particular reference to the problem

of teachiaq begirming reading early. So many studies of the

teaching of reading have been published because of the central

importanee of reading Ain in all education, formal and informal,

that several journals publish annual summaries of such research,

some even classified by level. Much of his bibliography might

e termed a bibliography of bibliographies, but it did put a

special emphasis on new developments intteaching beginning read-

ing before age 6. As a generalization, I think it is fair to

accept the conclusion that primary sources are to be preferred

to secondary sources.

The next two questions may be lumped together and re-

lated to what has just been said. The review of the literature

in a proposal should do more than show one's background of

knowledge, it should constitute in considerable measure a justifi-

cation for the prope3ed study and the specific way in which the

study or project is to be carried out. Doctoral candidates, Who

are expected to include a review of the related literature in

heir dissertations, sometimes submit as a first draft a compila-

tion which is relevant and complete, but not organized to lead

naturally and logically to the thetis of the dissertation. It

almost seems as if they are trying to live up to Stephen Leacock's

definition of the Ph.D. as meaning that the individual has been

examined for the last time and pronounced completely full. I

can assure you that reviewers are greatly impressed by reviews

that make them anticipate what studies or projects are needed to

extend present knowledge or practice, so that the proposed study

and its detailed procedures which follow come as an answer to

questions formulated by the reviewer as he read the preliminary

review.

Pursuing this line of thought carries us naturally to

the question of whether the objectives have been so formulated

that they can be tested and the following, question as to whether

the procedures proposed are feasible and directly related to the

objectives. Among the "Substantive Questions" in the Informal

check -list for Proposals Question 8 states the issue this way:

"Is the proposal internally consistent? Has the initiator pre-

sented a direct, straight-line relationship between the objectives,
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the procedures, and the evaluation? This question links the

exposition together in an important way. In my immediately pre-

ceding remarks I have really been insisting that the review of

the literature or of trends and developments needs to fall on

the same straight line, perhaps at the beginning. Thereafter,

the objectives, which are generally stated as formal hypotheses
in research studies but more as purposes in demonstration pro-
jects, should be perceived by the reader as leading inevitably

to corresponding treatment procedures and methods of analysis

and evaluation, We might picture it thus:

Objectivel Procedure]. .....*Evaluationi.

Review (Hypothesis].) (Treatmenti) (hnalySisi)

of
Previous

--
*-7`

0_3
ima,
P - E

,2
Studias, ("2 )"---"'""""--'46' -11' d' 2 1-'''''''''''31" (tt2 )

Programs,
Projects 0

3
P3

E
3

(H3)"----311" (T3)----> (A3)

Each part of this model needs to fit into the relation-

ship, but each also needs to meet particular criteria, in so doing.

As previously remarked, the objectives of the study must be

clearly and specifically stated. For example, the word "apprecia-

tion" is an athema to all experienced reviewers because it has

two distinct component meanings and one can seldom be sure what

combination of those components is intended. Appreciation in-

volvesan element of comprehension or understanding, a definitely

congnitive component. At the same time, appreciation also

involves ualua ludament. a definitely affective component. In

any particular instance, appreciation may mean any weighted combina-

tion of these components. Most generic words sufferefrom the

same ladk of definition, so we turn to taxonomies of objectives

of the sort listed in your bibliography by Bloo, Krathwohle and

others or to careful spelling out of exactly what we mean in the

particular instance. The same may be said of p-ocedures or treat-

ments, including the specification of individuals whose behavior

is to be studied, and the evaluation instruments and statistical

procedures to be used.

One comment has to do with the word "feasible". Are

the procedures feasible? If teachers or other adults are asked

to takettests or answer questionnaires, mill the cooperation be

forthcoming on an adequate scale? At the time Project Talent was
being planned the question arose as to how much testing time one

might expect school authortties to be willing to allow. It was

finally decided to ask for ten classroom hours per student and

this proved generally acceptable. A related question was how



willingly and effectively students would cooperate. It is to

the great credit of the investigators associated with Flanagan

in that project that several schools reported better than average

attendance on the two days the tests were given. Accessibility

of records of certain socioecc.nomic data, ethnic information,

and certain personal information presentspecial problems.

The question of defining the population to which generali-

zations are intended and the generalizability of findings to such

populations may present difficulties. Since the 1936 :presidential

elections, we have all heard the expression coined at that time

"As Maine goes, so goes Vermont." In many cases generalizability

to the nation as a whole or to whole classes of individuals is

proposed. When such broad generalization is feasible, a ten-strike

has been scored in favor of the study. This is seldom possible

and to claim such generalizability naively is to score a ten-

strike against the investigator if not to rule out all considera-

tion of the proposal. Often local or limited regional generaliza-

bility is all that can properly be claimed and the study or pro-

ject is approvabie with such limited generalizability accepted.

The question of whether the data obtained are valid

merits several strong injunctions or strictures. First, responses

of preference or choice on questionnaires and inventories consti-

tute dubious evidence except where one may assume that the

respondents have no interest in presenting a favorable or unfavor-

able view of themselves. Most of us are generally honest, we

could not maintain our society as an operating scheme of living

together if we could not generally trust one another. However,

studies have indicated that participants in new projects are

generally hopeful of the success of such projects. Even people

who are reporting their opinions without fear of retaliation

often make statements about themselves and other matters that

reflect a desire to put themselves in the best light or to please

the kind gentleman who is working so hard to gather data for his

dissertation. Much has been done by providing for anonymity of

response and inclusion of verification scales to check on irre-

sponsible or biased responses, but the doubt remains. Volunteer

procedures and incomplete returns to questionnaires are also sus-

pect. In many cases, only such evidence can be obtained. If so,

let us observe all the safeguards we can and carry on.

But this brings me to the second stricture. Last evening

Dean Williams characterized himself as a pragmatist and proposed

that the best criterion of success or improvement was to be found

in the product, be it farm animal, plant, industrial product,

or school graduate, and what that product could perform. Per-

formance is then to be measured. For many school outcomes we
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have achievement tests, for many areas of vocational education
we have evaluative check-lists, performance rates, gauges, etc.
More can be developed under careful procedures monitored by

specialists. Such tests and performance measures have a quality
that self-reports or subjective judgments of value lack. They
represent an achievement than can not be faked under ordinary

surveillance. Let me range myself alongside Dean Williams in
challenging you wherever possible to measure success of a proce-
dure or program by performance. Let me close discussion of
this point on what I refer to in my classes on tests and measure-
ments as Findley's Law: 'You can't do better than you can do,
but you may do worse than you can."

A third stricture applies to the development of evalua-
tion instruments as part of a study. I would not believe it if
I had not had the experience myself, but I received a Small
Contract Proposal to review in which the principal investigator
proposed to develop a measure of creativity as part of the study.
Reputedly a brilliant scholar in another field, he literally
proposed spending three consecutive Saturday afternoons with the
help of one colleague and two of his ablest graduate students to
build the test that would be used as the criterion measure in his

study. This is but an extreme example of a frequent fault in

studies proposed to the United States Office of Education. A
situation very frequently faced by their advisory panels is to

have a maj()r study proposed in which a crucial feature is the

development of a measuring instrument. It is quite true that
suitable instruments are often not, available for purchase from a
publisher who has carried through the standardization procedures
necessary to establish the reliability of the instruments and
their validity for the use intended in the study. Either a new
instrument must be developed or the study must be carried through

with instruments less than wholly satisfactory. The common reac-
tion of advisory panels under these circumstances is to send the

proposal back to the investigator with the suggestion that he
redeSign his approach in phases, Phase I to be the development
and validation of his criterion measures, and Phase II the original

study, to be approved and carried out only -if the test validation

phase resulted in a satisfactory instrument.

One note of a positive sort has to do with curriculum
improvement studies, where the objective is the evaluation of
curriculum materials and/or procedures, rather than individual
pupil performance. Where test results are used to describe the
performance of individuals, it is customary to insist that each
score or measure have a reliability cf .90 within a single grade

or for the group within which discrimination is being attempted.
This is not necessarviwhen the purpose is only to determine results
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for groups, as in curriculum studies where materials or methods

rather than individuals are being evaluated. In such cases the

requisite data may be obtained from shorter tests where the group

is of moderate size. Where large samples are available, a special

procedure for using comparable sub-samples has been developed

which is worth recounting here. It is used by many test publishers

in standardizing test batteries. For example, Educational Testing

Seri/ice had the task of standardizing the Sequential Tests of

Educational Progress (STEP), consisting at each level of six

different subject tests, each test having two formse and each

form requiring seventy minutes of testing time. It was impossible

to ask the same children to take twelve seventy - aitnute tests, a

total of fourteen hours of testing time. The schciols would not

have heard of it and the results would have been of dubious value

if obtained because of the fatigue and even boredom they would

have induced. Instead, the tweave test forms were arranged in

recurring order so that every twelfth student in each class took

the same form. By spreading the tests over a wide variety of

schools it was possible to obtain adequately representative and

comparable samples of 500 from a total of only 6,000 students

examined for only seventy minutes each. The National Assessment

Program now being developed to describe and appraise the general

status cf education in the United States will take advantage of

the same pattern. Each of several measures in different fields

of learning will be administered to adequately representative and

comparable- samples of students without any individual student being

required to take more than a small fraction of the total battery.

In fact, no single school, school system, or stage will be tested

completely, the samples being representative at regional and

national levels and the report being made only in those terms to

guarantee local anonymity.

Let me add a footnote to this last discussion. It is

true that short tests and/or special sampling procedures may be

used in studies where only group data are needed for evaluation.

One needs to be careful, however, that the ftta thus obtained are

not made available, intentionally or carelessly, for use in inter-

preting individual achievement or in evaluating populations of

which they are not proper samples. The practice of promising a

cooperating school or teacher data about children tested is not

permissable in these instances because the results of short tests

may give quite undependable evidence about many of the individuals.

Similarly, data reported back to a scholar school system that has

been included in a sample which is representative of a larger

population--region or nation--may be unwittingly interpreted as

reflecting the general status of achievement in the smaller unit.

In such instances, it is best to request cooperation from schools

in terms of contributing to knowledge or research, rather than
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promise returns in the form of test data or other results that
are subject to serious misinterpretation in the hands of statis-
tically less sophisticated school personnel.

Much could be said about statistical procedures. I

leave most of this to discussion by the panel in connection with
the specific projects you have submitted. I will simply refer
You to Robert Thorndikeis "The Concepts of Over -and underachiPma-
ment" for advice on designing studies in which you may think of
comparing achievement with some estimate of expected achievement.

The question of whether the investigator is competent to
conduct a proposed study is seldom answered in terms of the indi-
viduals' name or general reputation. It does give the reader
some confidence to know that the proposed study will be in the
hands of a well-known investigator, but only if the proposed
study or project is adequately described. If not, a panel's
reaction is apt to be "Send it back. He can do better than that."
A poorly presented proposal convicts the competent investigator
of careless disregard Of accepted standards of which he is well
aware. Conversely, a well-stated proposal is evidence of an order
of competence worth rewarding with an opportunity to prove ability
to perform, even if the investigator is little known. Every
great, investigator had to start somewhere with a first project.

The availability of consultants is generally taken for
granted in major institutions. Proposals from institutions not
so well established in this regard would do well to give special
effort to describing specific competences of local or outside
consultants to be employed.

The question of with cooperating institutions
and authorities can generally be answered in the affirmative. But
such arrangements do need to be made and to be reported in the
proposal as having been made. Letters of intent to cooperate which
express reasonable expectations of the results of the project add
credibility to the investigator's claims of promise and of careful
planning in advance.

Adequacy of resources to carry out a particular project
depend on the project. It is true, nevertheless, that most sub-
stantial studies benefit from the use of electronic computers.
A proposal should state specifically, by identifying names and
numbers, the computers available. If conference facilities are
an integral feature of a project, they should be described. It
does our proposals no harm to be able to cite this Center for
Continuing Education as a resource. A number of your institutions
have similar facilities.
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The last two questions, under economic efficiency, may
be discussed together. The project may be good, yet cost too
much. On the other hand, your proposal is more likely to be
faulted for failure to ask enough support than for asking too
much. After all, the negotiators can cut down what appear exces-
sive cost estimates if a project is otherwise worthwhile. But a
proposal asking insufficient support renders the investigator
suspect for failure to take account of essential elements of the
problem. We used to say "Don't send a boy to do a manes work."
A modern variation of that injunction is the motto over my
colleague, Professor Rice's, office door which reads "Don't start
vast projects with half-vast ideas." On the other hand, I have
always enjoyed a story about the Texas Rangers of frontier days.
On one occasion, a community was threatened by rioting and re-
cfuested help from the Rangers. They watched intently for help

arrive and were dismayed to see a single six-foot Ranger step
off the train. When they protested sending just one man, the
Ranger replied "You only reported one riot." The balance is to
be struck somewhere between the minimum exemplified by "one riot,
one Ranger" and excessive demands for support. A project costing
$700,000 that promises to be able to save only $100,000 over a
ten-year period would be a bad bargain. But I hark back once a-
gain to Dean Williams' remarks of last evening, to the point
where he stressed the importance of the team approach, perhaps
with an interdisciplinary group. We stand committed to the thesis
that most significant projects, whether they be researbh studies
or demonstrations, call for the combined efforts of many trained
specialists, supported by adequate staff, over a considerable
period of time. \

An excellent example of this point is Project Talent,
already mentioned. That study involved testing 440,000 high
school students, a representative 5/ sample of the high school
population of this country in 1960. It cost over a million
dollars and additional millions will have to be appropriated to
follow these students five, ten, and even twenty years later.
But a more limited study would have been less efficient. Local,

state, or even regional studies could hotchave coped with the
mobility of our high school graduates today, not to mention pro-
blems of combining data of sepaWasstudies. Only a large and
inclusive sample can provide data years hence on the backgrounds,
abilities and experiences of successful workers in occupations
that do not even exist today, just as nuclear physicists and
electronic experts did not exist as occupational specialists
twenty years ago.

Not everything big is good. Nor is the day of the small
individual study gone. But substantial studies hold the promise
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of being our most efficient investments in many instances. In

curriculum development projects of the sort many of you contemplate,

as in dealing with broad new areas of study like our concern for
early educational stimulation in the local Research and Development
Center, the project may well need to be substantial in order to

be efficient in use of specialists and in dealing with problems

on the scale they require.

Writing proposals may seem a chore. Such requirements

are here to stay. And each of us, in our roles as citizen -tax-
payers, are bound to want to insist on limiting public expenditures
in this area to projects that qualified judges at the start can
evaluate as holding clear promise of contributing to the improve-

ment of vocational education in our schools and colleges.
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THE DEMAND FOR CURRICULUM REVISION

IN

VOCATIONAL EDUCATION

Director, Division of Adult and Vocational Research
U. S. Office of Education

INTRODUCTION

While these have been exciting months during the estab-
lishment of a major research and development effort in vocational
and technical education, I would venture the opinion that our
ultimate measure of success will be the extent to which we succeed
in updating, revitalizing, and expanding the vocational education
curriculum. The measure of excellence in any program is, of
course, what is taught. The availability of training geared to
today's jobs; our success in providing youngsters with a broad
base-!of adaptive learning skills; and the lzype of orientation
and attitudes generated through participation in vocational educa-
tion programs -- these are the issues and questions to which I
hope you will address yourselves this week while basking in the
warmth and hospitality of the University of Georgia.

The changing structure of today's labor market is
frequently cited as the major force underlying the structural

mployment in our economy. The decline in the availability of
unskilled and low-skilled occupations, many of which constituted
the entry jobs for high school graduates, has served as a prime
stimulus in the increased need for higher levels cJf vccatimal
training. The rapid obsolescence of skills argues for a broader
base of training as well as greater adaptability of the trainee.
The shift from production-oriented occupations to service occupa-
tions has accelerated the need for communicative and reasoning
skills in addition to the more familiar manipulative skills. Each
of these trends creates a new demand for a different type of voca-
tional trainee.

Vocational education has a dual responsibility in not
only qualifying students for entry occupations but also giving
them the background to advance once they have made such a choice.
Thus, there is a need for identifying in advance emerging occupa-
tions for whibh young adults entering the labor market can qualify.
An advancement after entry into an occupation is not necessarily
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dependent upon those skills which qualify a student for a job

initially but requires basic learning abilities and flexible

attitudes towards change. It is this concern with inculcating

attitudes and learning Skills which has led to a searching analy-

sis of the current curriculum in vocational education.

It is not difficult to identify that which is inadequate

in many of our vocational programs in our public schools. The

updating of curriculum content has lagged too far behind changing

job demands with too great an emphasis upon local rather than

regiona., or national requirements. Frequently, commitment to

specialized training programs comes at too early an age. There

is insufficient opportunity to develop interest in aptitudes

appropriate to the student's career aspirations. Inadequate

occupational information for counselors, teachers, as well as

students, contributes its share to the problem of identifying

appropriate careers for students who will terminate their formal

education at various grF, e levels.

The tendency to separate general and vocational educa-

tion in the past has led to a dual system of and thereby

penalizes both those who aspire to an academic program as well

as those who are vocationally bound. A large segment of the

high school population is not enrolled in either a vocational

program or an academically oriented preparatory program and there -

p fore receives little, if any, understanding and training for the

world of work. From the perspective of providing for the optimum

development of all students, the present allocation of resources

and courses for occupationally oriented programs is inadequate.

Those who plan to go on to college certainly need some general

orientation to the industrial and business community while those

pursuing a vocational course should not be penalized for their

participation in a non-college commitment. The interchangability

of course credits would provide some assurance that both the

vocationally and academically bound students would be permitted

to develep these necessary basic learning skills needed in all

walks of life.

In the past, most Federal assistance in vocational

education has consisted of either short-range measures designed

to serve the immediate needs of qualifying personnel for a re-

cently emerged occupational field or geared to the support of

six or seven training categories traditionally associated with

vocational education. Under the Vocational Education Act of 1963,

many of these shortcomings have been rectified. Through the re-

search and demonstration program, a new goal is emerging--one

which serves to unite the two systems of general and vocational

education in a unique manner which will meet the demands of the
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most pragmatically oriented student and yet insure his continued
adaptability when faced with change.

What implications do my remarks have for the planning

and implementation of a4mew.curriculum? It is obvious that when

one considers the high unemployment rate of those with little

education that there is an increased need for all workers to

have higher levels of basic general education. Such a program

should be experientially-based and hopefully would emphasize the

development of competencies in reading and arithmetical skills.

The second implication already suggested is that the

best defense against obsolescence is increased adaptability of

our labor force. Thus one of the major functions of a vocational

education should be that of preparing the trainee for change,

in such a way that the individual does understand the changing

nature of the labor market and the importance of flexible attitudes

toward work.

A third implication is that the needs of society and the

individual are better served if specific vocational training is

provided at the latest possible period in the educational career

of the student. A delay in commitment permits more basic education

and more opportunity for the student to survey the range of occu-

pations before commitment to any specific occupation or specialized

training program.

A fourth implication is that the responsibility for
training, particularly in the emerging occupations, requires new

patterns of curriculum development and dissemination carried on

by personnel outside of the established school system as well as

within.

Now, with your permission, I would like to weave these
implications into a fabric designed to meet the needs Of our

economy. First, let me review briefly for you the observations

which I have already made. Eight out of ten students now in our
junior high schools do not go on to complete four years of college.

Only 10 percent of these students will become enrolled in a full-

time pre-employment educational program before leaving the school

system.:. Between the two extremes of academically or vocationally
oriented programs fall a large number of "gray area" students who

enter the labor force without adequate occupational skills at a

time when the occupational structure offers few openings for

those without vropriate training.

Hopefully, a new curriculum in vocational education will

develop broad occupational competencies on the part of all students
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and will expose them to a wide array of "vocational" information.
While cantent and structure are difficult to state without a

great deal more specificity, we can examine the objectives which

might be set for a major curriculum development effort. Such a

new curricula should:

(1) emphasize the articulation between academic and
vocational learnings via the natural relationships

between the two;

(2) be experientially-based, leading out to academic

subjects;

emphasize manipulative as well as verbal rr.Ammnlng

skills;

(4) take into account the clustering of a large number

of occupational Skills;

(5) relate student learning ability to appropriate
stimuli -- e,g., visual, tactual, as well as verbal;

(6) emphasize broad as well as specific occupational
competencies; and

(7) include an understanding of the concepts underlying
our modern American economy as seen from the per-
spective of various diEciplines such as sociology,
psychology, economics, and anthropology.

While it is important to stress the need for broad occu-
pationally oriented skills, it is nevertheless a fact of our

society that most students must offer to their prospective employer

a set of skills or competencies if they are to actually obtain a

job. Thus, in addition to the broader occupational competencies
described above, specialized training in many of the emerging

occupations is, necessary. The Division of Adult and Vocational

Research has identified eight specific occupational groupings

and is hard at work in stimulating and funding curriculum develop-

ment efforts focused on these emerging fields. They are:

(1) Health Service Occupations

(2) Engineering-Technician Occupations

(3) Recreational Occupations

(4) Landscape Gardening Occupations
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(5) Building Maintenance Occupations

(6) Public Service Occupations

(7) Social Welfare Occupations

0) Office Occupations

There are some 40 proposals currently underway or in

development covering these employment areas. We are now starting

t' organize and develop a better articulation of these on-going

development efforts at the various grade levels and will, hope-

fully, culminate these efforts in a massive teacher retraining

effort.

Some of the priorities in the structuring of this broad

and specific vocational curriculum development program require

certain first steps which we will, and are, giving support to.

These are:

(1) A curriculum development effort which provides a

-new approach to planning vocational curricula so
that junior high school programs wili,tie more

effectively to senL.3.1. high school efforts and, in

turn, senior high programs to post-secondary schools.

(2) Once the structure of the overall curricula for

grades 7 through 12 has been blocked out, priority

should then be given to the development of curricula

for grades 9 through 12, since the effect on those

about to enter the world of work would be most

immediate. Well trained students entering into

post-high school technician level prcgrams of a

junior college program will facilitate the more

rapid proliferation of specialized technician train-

ing now occuring in many of these institutions.

Several criteria can be and are being applied to

screen - and selection of proposals submitted to us. It is only

fair to let those of you who aspire to the development of a

curriculum proposal know what these are. This seminar is certainly

an appropriate place to share such thoughts with you.

We feel that occupational clusters should be emphasized

rather than too much of a focus on single occupational categories.

Curricula, wherever possible, should be flexibly designed for

use in the last two years of high school or post-high school

institutions. The curricula should attempt to emphasize articula-
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tion between the academic and vocational suects. Instructional

procedures should include classroom evaluations of the instructional

materials by teachers and students, and provisions for modification

of these materials based upon these experimental evaluations.

Proposals which emphasize discovery and "clinical' types of learn-

ing experiences which help to lead the student to apply his basic

learning skills will be given preference. Attention to manipula-

tive and visual skills as a counterbalance to the present heavy

emphaLis on verbal learning skills will be stressed. Curriculum

development groups should attempt to utilize the facilities of

the new regional laboratories which are designed to assist in

evaluation and dissemination. These have recently been established

through the enactment of the Elementary and Secondary Education

Act. In addition, our vocational research centers at Ohio State

and the University of North Carolina at Raleigh offer excellent

resources. Where feasible, the involvement of outstanding scholars

and professionals in relevant fields with teachers and curriculum

development experts will be looked upon with considerable favor.

In conclusion, I would like to review with you the

recommendations of a summer study group which was supported at

M.I.T. last summer. This group of some 60 experts representing

vocational education and related disciplines spent six weeks in

thinking and talking abouta working philosophy which would pro-

vide a set of guidelines for a massive attack on the problem of

curriculum development in vocational education. To quote from

their summary review, it\was agreed that "any significant innova-

tion in and improvement of vocational and occupational education

should be aimed not merely at current vocational programs but

more College preparatory curricula and are not engaged in standard

vocational education any fundamental attack on vocational

education would, of necessity, concern itself with all education."

The report goes on to make the following recommendations:

I. IT IS RECOMMENDED that there be initiated the development

of new curricula and instructional materials for generalized

vocational education: for all students beginning with the

start of junior high school. This point of entry recognizes

the potential in existing curriculum reforms at the elemen-

tary elvel. The patterns of learning in this type cf develop-

ment derive from working with materials, systems or processes,

i.e., from "practice", and the understanding of practice

requires more than the simple transfer of so-called funda-

mental knowledge as taught in traditional academic courses.

Hence, there is need for the development of .a codified body

cf knowledge that synthesizes the empiricism derived from

"doing" with the abstractions of traditional academic dis-

ciplines. This process of "educational engineering" is not
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resolvable into separate disciplines and hence must deal
with a complex operational system of many variables. Con-

sequently, to be effective, such curriculum development
will require the leadership and participation of tht very
best talent available.

II. IT IS RECOMMENDED that, simultaneously and as part of the

preceding process, projects be initiated for teadher:educa-
tion aimed at generating competence in cooperative group
teaching with the new instructional materials in the new
format(offstudy for generalized vocational education. These

must include in-service and pre-service programs along with
expanded special, allied programs for counselors, and admin-

istrators.

III. IT IS RECOMMENDED that a national system of multi-purpose
Educational Centers be established. These Centers would
serve as vehicles for the creation and implementation of
the programs of curriculum development, of teacher education
and also the development of new patterns of educational

research. This research should be aimed at the effective
planning, analysis and evaluation of generalized vocational
education. In addition, new methods should be created to
provide adequate and continuing information to school
systems and educational agencies about new developments.
This service may be provided either by the multi-purpose
centers or by new regional information centers.

IV. IT IS RECOMMENDED that there be initiated special short-
term programs for the development of transitional educa-
tional patterns in deprived areas while the new, more
comprehensive programs begin to emerge. These bridging
curricula should aim at providing a sizeable body of work-
study courses with heavy community involvement, reflecting
the apparent present urgent and relatively early need of
these students for gainful employment.

V. IT IS RECOMMENDED that projects be initiated to strengthen
and broaden the apprenticeship programs of Labor, of Indus-

try, and of Government. Development of such intensified
programs should aim primarily at the continuing education
of apprentices and secondarily at the generation of trans-
ferable skills. These programs could then lead to effective
roads back into further in-school education with advanced
standing and thus provide a rich source of students for
post-thigh school vocational or technical education.
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With your help and the leadership which curriculum deN-1lopers

have evidenced in education in the past, we can bring about a

substantial change in this traditional domain of vocational educa-

tion. Our opportunity is a real one. For the first time, we have

funds and the talent to mount a major attack on a coordinated

basis. I hope that you will want to join with us in this exciting

endeavor.
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SEMINAR PROGRAM

MONDAY

FEBRUARY 1966

Presiding: H. T. Lester, Jr., Vocational Research
Seminar Director

8:00 - 8:30 Registration

8:30 - 9:00

9:00 -10:15

Introductions and Plans for the Seminar

Curriculum Studies - A Challenge an Opportunity
David Bushnell, U. S. Office cf Education, Division of
Adult and Vocational Research

10:15-10:30 Break

10:30-12:00 AVA Research Committee and Seminar Evaluation
Charles Hill, Cornell University, Project Director

Presiding: Bill Cheshire, University of Georgia, Head
Distributive Education

1:30 - 3:00 Labor Market Analysis and Projections
Howard Rosen, U. S. Department of Labor, Office of Manpower,
Automation, and Training, Assistant Director, Manpower and
Automation Research

3:00 - 5:00 The Interpretation of Economic Data
Norman J. Wood, University of Georgia, Professor and Head,

Department of Economics

7: 00 Evening Activities
Reception

TUESDAY

FEBRUARY 8, 1966

Presiding: Aleene Cross, University of Georgia, Head,
Home Economics Education

8:30 -10:00 Social Stratifications
Raymond Payne, University of Georgia, Professor of Sociology
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10:00-10:15 Break
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10:15-12:00 Relationships of Community Environment to the Vocational

Education Curriculum
Selz C. Mayo, North Carolina State, Director, Center for

Research, Development and Training in Occupational

Education

1:30 - 3:00

3:00 - 3:15

3:15 - 5:00

7:00

8:30-10:00

10:00-10:15

10:15-12:00

Educational Psychology and the Curriculum

Joe Bledsoe, University of Georgia, Professor of Education

Break

Current Research Developments in the U. S. Office of

Education
Duane Nielsen, U. S. Office of Education, Educational

Resources Development Branch

Questions

Departmental Activities

WEDNESDAY

FEBRUARY 9, 1966

Presiding: G. L. O'Kelley, University of Georgia, Pro-

fessor of Agricultural Education

Statistical Models in Curriculum Development Studies

Harry E. Anderson, University of Georgia, Associate

Director, Center for Educational Stimulation

Break

The New Mathematics: A Pattern for Curriculum Reform

Joseph R. Hooten, Jr.; University of Georgia, Professor

of Mathematics Education

1:30 - 2:45 Curriculum Development and Evaluation in English

Mary J, Tingle, University of Georgia, Associate Professor

of Education

2:45 - 3:00 Break
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3:00 - 4:00 The Anthropology Curriculum Project as a Model for
Curriculum Development: Practical Problems
Marion Rice, University of Georgia, Assistant Professor
of Education

7:00 Banquet
Introductions

Institutional Research Programs
J. A. Williams, University of Georgia, Dean, College of
Education

THURSDAY

FEBRUARY 10, 1966

Presiding: C. C. Calhoun, University of Georgia, Head,
Business Education

8:30 -12:00 PanelReview of Current Curriculum Studies

1. Development & Evaluation of an Experimental Curriculum
for the New Quincy, Mass. Vocational-Technical School
EdwArd J. Morrison, American Institutes of Research,
Director of Vocational Research

2. An Experimental Evaluation of Approaches to Preparing
High School Students for Agriculture Occupations Other
Than Farming
John Coster, University of Nebraska, Director, Agricultural
Education Research

3. Occupational Requirements in Office Occupations for
School Leavers
Fred Cook, Wayne State University, Chairman, Business
Education

4. Evaluation of Secondary School Programs to Prepare Stu-
dents for Wage Earning in Occupations Related to Home
Economics
Helen Y. Nelson, Cornell University, Associate Professor,
Home,Econamics Education

10:00-10:15 Break

1:30 - 3:00 General Proposal Writings
Warren Findley, University of Georgia, Director, Center
for Educational Stimulation
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3:00 - 3:15 Break
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3:15 - 5:00 Panel---Formal Review of Prepared Curriculum Proposals

James B. Kenney, University of Georgia, Assistant Professor

of Education

Kathryn Blake, University of Georgia, Associate Director,

Center for Educational Stimulation

Karl King, University of Georgia, Assistant Professor of

Family Development

Charles Johnson, University of Georgia, Associate Director,

Center for Educational Stimulations

Leonard Pikaart, University of Georgia, Assistant Professor

of Mathematics EducatIon

Open

FRIDAY

FEBRUARY 11, 1966

Presiding: Karl Doss, University of Georgia, Head, Trade

and Industrial Education

Panel---Formal Review of Participant's Curriculum Proposals

Luncheon
Completion of Ser-inar
H. T. Lester, Jr., Vocational Research Seminar Director

CONSULTANTS

Barry E. Anderson, Univ. of Ga.
Kathryn Blake: Univ. of Ca,
Joseph Bledsoe, Univ. of Ga.
David S. Bushnell, U. S. Office of Ed.
Fred S. Cook, Wayne St. Univ.
John Coster, Univ. of Nebraska
Charles W. Hill, Cornell Univ.
Joseph R. Hooten, Jr., Univ. of Ga,
Charles E. Johnson, Univ. of Ga.
James Kenney, Univ. of Ga.
Karl Univ. of Ga.

Robert E. Manifold, Rse. Office
of Manpower

Selz C. Mayo, W. C. State
Edward J. Morrison, Am. Inst, for

Rse
Helen Y. Nelson, Cornell Univ.
Duane Nielsen, U. S. Office of Ed.
Raymond Payne, Univ. of Ga.
Leonard Pikaart, Univ. of Ga.
Marion J. Rice, Univ. of Ga.
Mary J. Tingle, May. of Ga.
Norman J. Wood, Univ. of Ga.


